




















































Il presente elaborato si pone l’obiettivo di determinare se il genere del discorso di 
conferenza non accademica coincida con il genere del discorso di conferenza accademica, 
nello specifico per quanto riguarda le loro parti introduttive. A tal scopo la tesi è stata 
suddivisa in cinque capitoli, includendo introduzione e conclusioni. 
La prima parte si concentra sulle basi teoriche che fanno da sfondo a quella più pratica. In 
primo luogo è stata sviluppata una panoramica della letteratura esistente riguardo ai discorsi 
di conferenza accademica, dalla quale si è poi ristretto il campo per concentrarsi sugli studi 
che hanno preso in esame solo la loro introduzione; in particolare tra questi il modello di 
mosse retoriche sviluppato da Rowley-Jolivet e Carter-Thomas (2005) è stato adottato come 
punto di partenza per l’analisi di cinque case study. 
Alla luce dell’assenza di studi sulle conferenze non accademiche, e di conseguenza anche 
sui loro discorsi, si è cercato di definire il discorso di conferenza non accademica, applicando 
il concetto di ‘comunità discorsiva’ dapprima ai discorsi di conferenza accademica - quindi 
presentando una panoramica degli innumerevoli studi sul discorso accademico - e in seguito 
ai discorsi di conferenza non accademica. Una volta stabilito che il contesto non accademico 
differisce da quello accademico per le pratiche sociali coinvolte in quest’ultimo, si è passati a 
definire l’introduzione dei discorsi di conferenza non accademica in quanto genere; prima 
applicando i criteri Swalesiani (1990: 45-55), poi integrando questi ultimi con la nozione di 
contesto sviluppata da Hasan (Halliday and Hasan 1989). 
Nella seconda parte dell’elaborato è stata svolta l’analisi di cinque case study, ovvero 
della trascrizione delle introduzioni di cinque discorsi di conferenza non accademica. A 
queste è stato applicato il modello di mosse retoriche delle introduzioni dei discorsi di 
conferenza accademica elaborato da Rowley-Jolivet e Carter-Thomas (2005), al fine di 
determinare se fosse applicabile anche alle introduzioni dei discorsi di conferenza non 
accademica. Una volta scoperto che ciò non è possibile, e che quindi le introduzioni dei 
discorsi di conferenza non accademica e quelle dei discorsi di conferenza accademica sono 
due ‘sotto-generi’ diversi sia per il contesto in cui vengono prodotte che per la loro struttura, è 
stato proposto un nuovo modello di mosse retoriche rappresentativo delle introduzioni dei 
discorsi di conferenza non accademica. 
Infine sono stati avanzati dei suggerimenti riguardo all’applicabilità del suddetto modello, 
non solo in altri studi nel campo dell’analisi di genere, ma anche nel settore 
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dell’interpretazione simultanea, con particolare riferimento alla preparazione dell’interprete e 




Ziel der vorliegenden Masterarbeit ist die Genreanalyse akademischer und nicht-
akademischer Konferenzvorträge, mit der Absicht, Unterschiede zwischen den beiden bzw. 
den jeweiligen Einleitungen zu erkennen.  
Der erste Teil der Arbeit dient als theoretischer Analyserahmen für fünf Fallstudien. Als 
Ausgangspunkt eignen sich die Studien zum Thema ‚akademischer Konferenzvortrag‘ bzw. 
‚Einleitung akademischer Konferenzvorträge‘, und in diesem Zusammenhang dient als 
Bezugsmodell, das von Rowley-Jolivet und Carter-Thomas (2005) entwickelte Schrittmodell 
der Einleitungen akademischer Konferenzvorträge. 
Da es keine Studie über nicht-akademische Konferenzen und die jeweiligen 
Konferenzvorträge gibt, war es notwendig, eine Definition des Genres zu formulieren. Zu 
diesem Zweck wurde der Begriff von ‚Diskursgemeinschaft‘ zuerst auf die akademische 
Konferenz und dann auf die nicht-akademische Konferenz angewendet. Es ergab sich daher, 
dass die zwei Konferenztypen zwei verschiedene Kontexte schaffen, weil der akademische 
Diskurs von bestimmten sozialen Funktionen und Verhältnissen gekennzeichnet ist. Dann 
wurden Swales (1990: 45-55) Kriterien und Hasans (Halliday and Hasan 1989) Begriff von 
‚Kontext‘ angewendet, um die Einleitung nicht-akademischer Konferenzvorträge als Genre zu 
beschreiben. 
Im zweiten Teil der Arbeit wurden die Transkriptionen von fünf Einleitungen nicht-
akademischer Konferenzvorträge als Fallstudien analysiert, indem das von Rowley-Jolivet 
und Carter-Thomas (2005) entwickelte Schrittmodell der Einleitungen akademischer 
Konferenzvorträge auf sie angewendet wurde. Es ergab sich dabei, dass das Modell nicht auf 
die Einleitung nicht-akademischer Konferenzvorträge anwendbar ist, deswegen wurde ein 
neues Modell vorgeschlagen. 
Zuletzt wurde es vorgeschlagen, wie das Modell nicht nur im Bereich Genreanalyse, 
sondern auch im Bereich Simultandolmetschen - besonders in Bezug auf die Vorbereitung für 
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1 – Introduction 
To date, little research has been conducted on conference presentation (CP) introductions 
with the aim of analysing their moves, especially as far as non academic CP's are concerned. 
In fact, to the best of my knowledge, no study has ever focused on the non-academic context - 
apart from numerous public speaking handbooks, which, however, do not apply any scientific 
method of analysis. Therefore this study sets out to investigate non-academic CP 
introductions in order to determine whether they coincide with the genre of the academic CP 
introduction. Such a study will hopefully prove valuable not only in the field of genre 
analysis, but also in the field of interpreting studies. Since it is possible to determine a move 
model from the structure of every genre, I will set out to do this for the non-academic CP 
introduction as well, thus providing the interpreter with a series of speech acts a speaker can 
reasonably be expected to carry out. 
Chapter 2 of this dissertation begins with an overview of the literature on the academic 
CP as a genre from many different perspectives. Then the focus shifts to the introductory 
section of different academic written and oral genres, in particular to those studies which lead 
to the definition of their moves and which, therefore, will be useful in the analysis of the 
structure of non-academic CP introductions. 
Chapter 3 focuses on the non-academic CP. First, the concept of discourse community is 
explored in terms of both academic and non-academic discourse, with the aim of achieving a 
better understanding of the differences between the two as well as of the latter alone. Then a 
definition of the non-academic CP introduction as a genre will be developed on the basis of 
Swales’ (1990) criteria and Hasan’s (Halliday and Hasan 1989) notion of ‘context’, in order 
to determine whether academic and non-academic CP introductions belong to the same genre 
or not. 
After the theoretical framework set in the first part of the dissertation, five case studies 
will be analysed in Chapter 4. Five non-academic presentations were selected and their 
introductions were transcribed. To these I have applied Rowley-Jolivet and Carter-Thomas’ 
(2005) move model of academic CP introductions in order to determine whether their model 
can be applied to non-academic CP introductions as well. The data retrieved is analysed to let 
new moves emerge, too, so that a move model for non-academic CP introductions can be 
identified. The usefulness of this model for further and more in-depth studies is mentioned at 
the end of the chapter 
In the last chapter a suggestion is made about the application of move models to 
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interpreting studies, in particular as far as simultaneous interpretation is concerned. To be 
brief, since move models describe the structure shared by the texts of a given genre, they 




2 – The conference presentation (CP) 
Before delving right away into the case studies it is necessary to take stock of the most 
significant literature on the conference presentation (CP) in order to contextualise this work. 
A brief overview of the literature on the academic CP will be followed by a review of the 
literature on the CP as a genre and on the CP introduction. The whole chapter will focus on 
the academic CP because, to the best of my knowledge, no study on the non-academic CP has 
ever been carried out - of course, public speaking handbooks (e.g. Griffiths 1935, Rigley 
1996, and Beebe and Beebe 2012) have dealt with the topic, but not in a scientific way. 
Nevertheless it is important to review the literature on the academic CP because it provides an 
essential scientific background about the genre which is most similar to the non-academic CP. 
Furthermore, one of the studies on the academic CP introduction and its moves will provide 
the basis for the case study analysis, so it is crucial to review works which have focused on 
the introductory section of the academic CP as well. 
 
2.1 – The academic CP 
The academic conference is “a macrogeneric (or, possibly, an ‘agnate’) event” (Shalom 
2002: 52) including “a sequence of social actions, i.e. genres which are in communication 
with each other within the circumscribed situation” (Räisänen 2002: 73). One of these genres 
is the CP, as it is “employed in giving conferences” (Fortanet 2005: 33). 
The conference presentation is widely referred to as an academic genre “as it is mainly 
used by discourse communities within academia” (Jurado 2015:111), so the majority of 
studies so far have focused on academic conference presentations. Different aspects of the 
conference presentation have been investigated: some studies have shed light on its 
interpersonal nature (e.g. Frobert-Adamo 2002; Vassileva 2002; Hood and Forey 2005; 
Webber 2005) and others have adopted a multimodal approach to research its multi-semiotic 
dimension (e.g. Dubois 1980a; Charles and Ventola 2002; Rowley-Jolivet 2002; Carter-
Thomas and Rowley-Jolivet 2003; Diani 2015). Authors such as Dubois (1980a, 1980b), 
Rowley-Jolivet (2002), and Carter-Thomas and Rowley-Jolivet (2003) have concentrated on 
CP’s of a single academic discipline - biomedicine and science respectively - and others have 
analysed the content of CP’s (e.g. Sassen 2012; Durfee et al. 2012). 
Among these, the most relevant to this work are the studies which have dealt with the CP 
as a genre (e.g. Dubois 1980b; Shalom 1993, 2002; Räisänen 2002; Rowley-Jolivet 2002b; 
Rowley-Jolivet and Carter-Thomas 2005), including those which have paid attention to a 
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specific section of the CP, such as the discussion session (e.g. Shalom 1993; Webber 2002; 
Querol-Julián and Fortanet-Gómez 2014) and, in particular, the introduction (e.g. Carter-
Thomas and Rowley-Jolivet 2003; Hood and Forey 2005; Rowley-Jolivet and Carter-Thomas 
2005). 
 
2.2 – The academic CP as a genre 
On the subject of academic conferences Räisänen (2002: 74) argues that there are two 
main types: before-print and after-print; as indicated in Section 2.1, each of them is made up 
of different genres - i.e. classes of oral or written texts with shared goals and similar structure 
- which have different aims and different characteristics rhetoric-wise, and which are 
interlinked differently (Räisänen 2002: 91). Since the CP plays a key role in after-print 
conferences (Shalom 2002: 82), from now on I will refer to the after-print conference simply 
as ‘conference’. The CP is based on the Conference Proceedings Paper (CPP), which is not 
merely a published transcription of the CP, but “has become one of the main peer-reviewed 
publication outlets” (Shalom 2002: 82); hence the aim of the CP is to stress the most 
important information in the CPP and strengthen its arguments (Shalom 2002: 82). 
Furthermore, the CP is a genre situated in a bigger system of interlinked genres, the 
‘academic conference’ (Räisänen 2002: 73), which in turn is embedded in a time chain of 
events - the conference occurs after the pre-event and before the post-event (Shalom 2002: 
53). As a consequence of the interlinked nature of the conference genres, academics need to 
master the required genre knowledge in order to fully participate in the conference, i.e. both 
the genre knowledge of the CP and the genre knowledge of the other genres making up the 
conference forum. This is important because the research process “can only wholly be 
understood as an interweaving of talking, working, and writing” (Shalom 1993: 37). 
Räisänen (2002) looked further in the status and role of conference genres “in the 
construction of disciplinary knowledge” (Räisänen 2002: 69), which both depend on the 
academic discipline. For instance, in several engineering disciplines researchers use the CPP 
to make their first knowledge claim (Räisänen 2002: 69), while in more traditional disciplines 
such as the humanities and social sciences, conferences offer the opportunity to test one’s 
claims by presenting the material by means of the CP (Räisänen 2002: 70). Yet, as Rowley-
Jolivet (2002b: 19) claims, the CP is essential for academic and research communities. Firstly, 
since the research presented is very often new and original, CP’s are a faster way than 
publication to share results within the academic community (Rowley-Jolivet 2002a: 99); 
secondly, participation in a conference by means of a CP boosts not only the visibility of a 
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research study, but also the career of the scientist presenting it (Rowley-Jolivet 2002b: 19); 
thirdly, many of the works presented are unfinished, so CP’s “provide researchers with the 
opportunity to present early results of work in progress that are either too slight, exploratory 
or theoretically underdeveloped to be acceptable for journal publication” (Rowley-Jolivet 
2002a: 100). Dubois (1980b: 143) had already stressed this third point, that is the purpose of 
the CP - the biomedical speech, in the case of her study - is not publication, but to offer 
scientists the opportunity to present their “latest data for scrutiny of other “faculty members”” 
(Dubois 1980b: 143). 
Comparing biomedical journal articles to biomedical speeches, Dubois describes other 
characteristics of the speeches. First of all, the material presented in the speech is 
quantitatively and qualitatively limited due to the following factors: the presentation has time 
constraints, most of the time these speeches are given when the research has yet to be 
completed, scientists may collect the material to present until as late as allowed by the 
scientific method (Dubois 1980b: 142), and often researchers fail to focus solely on facts and 
results, preferring to illustrate what happened during the research process, too (Dubois 1980b: 
143). Secondly, the speech is an oral genre, so it has specific characteristics, such as 
references to previous speeches and the use of different tones and registers (Dubois 1980b: 
144). Finally, speeches have a narrative component (Dubois 1980b: 146). 
On the basis of these features, Dubois (1980b: 150-151), with her trailblazing application 
of genre analysis to an oral genre, identifies the structure of the biomedical speech (see Table 
1 below on the following page) and, drawing on the structures of different folk narrative 
genres, coins names for its moves. 
Rowley-Jolivet and Carter-Thomas (2005) adopt a similar approach to Dubois, but they 
extend the focus of genre analysis on CP introductions beyond medicine, to encompass 
geology and physics as well. First they compare the CP and the research article (RA) and use 
genre analysis to identify the contextual features of the former, then they analyse the moves of 
the CP introduction. They argue that the contextual features of the CP which are likely to 
impact on its structure and language are the following (Rowley-Jolivet and Carter-Thomas 
2005: 50): the CP is used to present new and work-in-progress material in a limited amount of 
time, which influences the CP’s content and its organisation (Rowley-Jolivet and Carter-
Thomas 2005: 50); while giving a CP scientists get interpersonal with their present audience 
because one of their aims is to persuade them (Rowley-Jolivet and Carter-Thomas 2005: 50); 
the language used in the CP is influenced by the fact that it is a live event, so it is simpler than 
the language of the RA (Rowley-Jolivet and Carter-Thomas 2005: 50); since the CP is a 
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multimodal genre, some information is conveyed visually (Rowley-Jolivet and Carter-Thomas 
2005: 50). 
 
Table 1: Dubois’ (1980b: 151) biomedical speech structure 
I. Introduction 
A. Listener orientation 
B. Content orientation 





A. Content orientation 
B. Listener orientation  
 
2.3 – The academic CP introduction 
Since the literature on the introduction of oral genres from a rhetorical perspective is not 
very extensive, each study tackling this topic refers to the previous ones, hence it makes more 
sense that, after a brief description of the CP introduction, I will review them following a 
chronological order. 
The introduction is the presentation’s starting point (Hood and Forey 2005: 294), which 
begins when the speaker addresses the audience (Dubois 1980b: 152), right after having 
exchanged a few words with the chairman (Dubois 1980b: 152). Its function is “to situate the 
talk in the immediate context” (Hood and Forey 2005: 294) and to address the audience as 
well as the content of the CP (Dubois 1980b: 152). The introduction is a critical part of the 
CP, quite banally because it constitutes the first words the speaker says to the audience and 
first impressions do matter, as Swales stresses (1990: 198); more formally because it has a 
rhetorical role in pinpointing the research presented and building the author’s credibility, 
which is the reason why he/she should persuade and engage the audience (Rowley-Jolivet and 
Carter-Thomas 2005: 46-47). 
 
2.3.1 – Dubois 
Dubois’ paper of 1980 (b) was the first study to deal with the oral genre of CP. Even 
14 
 
though it does not focus only on the introductory section, it is relevant because it describes its 
purposes, moves, and characteristics. According to Dubois (1980b: 151) the introduction 
might be structured more similarly to the RA introduction or it might be more narrative, but it 
is always divided into two parts: the listener orientation and the content orientation. 
The listener orientation serves “a greeting function, putting the speaker into direct 
relation with the listeners” (Dubois 1980b: 152), unless the chairman does or the structure of 
the presentation is based on the RA. It is divided into three segments, because the speaker 
addresses three different kinds of listeners: the chairman, the audience, and the projectionist. 
Given that the figure of the projectionist is now obsolete, I will not report on it. Concerning 
the address to the chairman, it consists of possible “impromptu remarks” (Dubois 1980b: 152) 
as a reaction to the situation, and of the “ritual” (Dubois 1980b: 152) thanking. The address to 
the audience begins when the chairman orientation ends and it usually starts off with a direct 
address, such as “Ladies and Gentlemen”. It might include serious or humorous impromptu 
remarks, too (Dubois 1980b: 153). 
The content orientation is required in all introductions, because it gives an overview of 
the previous studies on the subject matter, and it is made up of two segments: the non-
technical segment and the technical one (Dubois 1980b: 154). The non-technical is quite rare 
and it is comprehensible by anybody in the audience, while the technical is compulsory and 
suitable for a more specialist audience (Dubois 1980b: 155). The technical segment is 
thoroughly prepared because it is here that the scientific content is presented; it is divided into 
five components: “generalisation plus qualification” (Dubois 1980b: 155), “amplification of 
qualified subject”, “pre-hypothesis”, “hypothesis” (Dubois 1980b: 156), and “implications” 
(Dubois 1980b: 157). 
 
2.3.2 – Swales 
Swales’ (1990) study on genre analysis is key to the following works. Even though the 
main focus is not on oral genres, other researchers draw on his study in order to investigate 
the CP and its rhetorical structure. Swales’ revised “Create a Research Space (CARS) model” 
(Swales 1990: 140) for the RA introduction is based on three moves, which fulfil three 
different purposes and are likely to occur as a sequence (Swales 1990: 145). (see Figure 1 
below on the following page). 
Move 1 fulfils “the need to re-establish in the eyes of the discourse community the 
significance of the research field itself” (Swales 1990: 142), which is typically done by 
claiming centrality - Step 1 (Swales 1990: 144). Step 2 is more about an overview of the 
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already existing knowledge (Swales 1990: 146), while Step 3 - the only required step in Move 
1 - consists of a literature review (Swales 1990: 148). Move 2’s purpose is to find a topic in 
the research field which has not been studied yet (Swales 1990: 142), thus justifying the RA 
through Move 3. The only obligatory step in Move 3 is Step 1, which provides the 
justification for the research (Swales 1990: 159). 
 





2.3.3 – Thompson 
Thompson’s (1994) study focuses on lecture introductions rather than academic CP 
introductions, yet it is relevant to this study because it applies move analysis to the 
introductory section of an oral genre and it is at the basis of Rowley-Jolivet and Carter-
Thomas work (2005), whose review will follow. Thompson (1994: 175) takes Dubois’ 
(Dubois 1980b) and Swales’ (1990) works as a starting point to identify the Functions and 
Sub-Functions - in Swalesian terms: Moves and Steps, respectively - of the lecture 
introduction. Despite the fact that from the corpus used there did not emerge any fixed 
sequence of Sub-Functions and that sometimes some of them can be joined together 
(Thompson 1994: 179), Thompson was able to recognise the following two Functions and 
Sub-Functions: first, Setting up the Lecture Framework, whose purpose is to give information 
about the lecture itself (Thompson 1994: 176) (see Table 2 below on this page), and second, 
Putting Topic in Context, whose focus is on the content of the lecture (Thompson 1994: 178) 
(see Table 3 below on this page). Thompson’s first function does not include Dubois’ listener 
orientation (1980b) because it is not a step which characterises lectures only, nor can it only 
be found in the introductory section of the CP (Thompson 1994: 177). 
 
Table 2: Thompson’s (1994: 176) Setting Up the Lecture Framework Function 
FUNCTION SET UP LECTURE FRAMEWORK 
Sub-Function Announce topic 
Sub-Function Indicate scope 
Sub-Function Outline structure 
Sub-Function Present aims 
 
 
Table 3: Thompson’s (1994: 178) Putting Topic in Context Function 
FUNCTION PUTTING TOPIC IN CONTEXT 
Sub-Function Show importance/relevance of topic 
Sub-Function Relate “new” to “given” 
Sub-Function Refer to earlier lectures 
Sub-Function Present aims 
 
2.3.4 – Hood and Forey 
Hood and Forey’s (2005) analysis of CP introductions is less detailed rhetoric-wise 
17 
 
because it is more focused on how the speaker interacts with the audience. However, three 
moves - called sub-stages - are identified: the first gives information about the topic and 
contextualises the research; the second describes the presentation structure; the third conveys 
the interpersonal meaning, i.e. it carries out the acts of introducing, greeting, thanking, joking, 
and talking about previous CP’s or remarks (Hood and Forey 2005: 294). 
 
2.3.5 – Rowley-Jolivet and Carter-Thomas 
The most recent study on the rhetoric structure of CP introductions was carried out by 
Rowley-Jolivet and Carter-Thomas (2005), who expanded their previous work on the 
scientific CP (Carter-Thomas and Rowley-Jolivet 2003). By applying Dubois’ (1980b) model 
for the structure of biomedical speeches, Swales’ (1990) revised CARS model, and 
Thompson’s (1994) lecture introduction structure, they identify three moves in the CP 
introduction (see Figure 2 below on the following page). 
Move A - Setting up the framework’s function is to address the listeners and prepare them 
for the presentation by announcing its topic and structure, thus creating expectations (Rowley-
Jolivet and Carter-Thomas 2005: 53). Move B - Contextualising the topic serves the function 
of contextualising the presentation, both in terms of other presentations given previously 
during the conference event and in terms of existing literature on the topic (Rowley-Jolivet 
and Carter-Thomas 2005: 53). Move C - Stating the research rationale’s task is to persuade 
the audience that the research presented is relevant (Rowley-Jolivet and Carter-Thomas 2005: 
54). 
 
In the next chapter I will concentrate on the application of genre analysis to a non-
academic genre, namely the non-academic CP. I will then apply Rowley-Jolivet and Carter-
Thomas’ (2005) move structure model to non-academic CP introductions, because their work 
is the best suited for the case studies presented here. This is both because the academic CP is 
the most similar genre to the non-academic CP, thus making a comparison possible, and 
because their move model is the most thorough, since it is conceived by taking into account 










3 – The non-academic CP 
As discussed in Chapter 2, no study has ever focused on the non-academic CP, so it is 
necessary to propose a definition for it, in order to establish which criteria are to be adopted 
for the selection of the texts which will be used as case studies in the next chapter. To do so, I 
will explore the concept of ‘discourse community’, both in general terms and with regard to 
academic discourse. Then I will concentrate on the differences between the academic CP and 
the non-academic CP in order to better understand the non-academic CP introduction and 
define it as a genre. 
 
3.1 – The discourse community 
The notion of ‘discourse community’ (e.g. Geertz 1983; Herzberg 1986, in Swales 1990: 
21; Berkenkotter et al. 1988, in Burgess 2002: 200; Russel 1990, in Burgess 2002: 200; 
Swales 1990) has evolved through time and disciplines. Since there is no agreement on the 
term itself - e.g. Chin (1994, in Hyland 2000: 9), Cooper (1989, in Hyland 2000: 9), and Prior 
(1998, in Hyland 2000: 9) believe that it implies assuming the existence of underlying shared 
goals, thus undermining the meaning of the situational context in which the text is produced - 
the concept linked to it goes by different names linked to equally different definitions. Some 
examples of these names are: ‘disciplinary matrix’ (Kuhn 1970: 182), ‘disciplinary culture’ 
(e.g. Becher 1981, in Burgess 2002: 200; Hyland 2000; Bhatia 2002a), Boyle’s ‘invisible 
college’ (Geertz 1983: 157), ‘knowledge community’ (Fish 1989, in Burgess 2002: 200), 
‘academic tribe’ (Becher 1989, in Burgess 2002: 200), ‘community of practice’ (Lave and 
Wenger 1991, in Hyland 2000: 10), and ‘rhetorical community’ (Miller 1994, in Burgess 
2002: 200). 
Swales’ (1990) idea of discourse community builds on Herzberg’s (1986, in Swales 
1990: 21), i.e. a cluster of ideas defining discourse conventions, and proposes a series of 
criteria, which, if met, characterise a discourse community (1990: 24-27): exclusive nature, 
shared public goals to be fulfilled by means of genres, intercommunication mechanisms 
among members with the aim of providing information and feedback, and specific 
terminology. Harris’ (1989, in Hyland 2000: 9) notion of genre is stricter than Swales’, as he 
claims that “we should restrict the term to specific local groups” and labels “other uses as 
‘discursive utopias’ which fail to state either their rules or boundaries” (Hyland 2000: 9). 
Miller (1994, in Burgess 2002: 200), however, regards Swales’ definition as too tangible; in 
her view a discourse community - or rather a ‘rhetorical community’ - is just a projection 
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developed in discourse. Bex (1996), too, raises concerns about Swales’ parameters, which 
would not apply to “more loosely defined groups” (Burgess 2002: 200), and argues, 
borrowing Barton’s (1994, in Bex 1996: 65) definition, that the discourse community “might 
be a virtual or an actual group engaged in either reception or production [of texts] or indeed in 
both” (Burgess 2002: 201). In contrast, Jolliffee and Brier (1988, in Burgess 2002: 201) focus 
on the perspective of who produces the text and identify the notion of discourse community 
with the concept of ‘rhetorical audience’, which consists of people with varying degrees of 
interest and knowledge. On the basis of this scale of knowledge possessed by the audience, 
Myers (1989, in Burgess 2002: 201) divides them into at least two groups: a more general 
audience and a more specialised one. But a discourse community is multidimensional also in 
terms of personal ideology, i.e. its members possess not only different degrees of knowledge, 
but also different experiences, practices, and beliefs (Hyland 2000: 9). 
What essentially characterises a discourse community is the existence of constraints and 
rules, such as rhetorical conventions (Jolliffee and Brier 1988, in Burgess 2002: 201), which 
members must abide by and show knowledge of, if they want to be part of the discourse 
within the community (Foucault 1972, in Hyland 2000: 10; Jolliffee and Brier 1988, in 
Burgess 2002: 201; Sullivan 1996, in Burgess 2002: 202). On the one hand, according to 
Bizzell (1992, in Burgess 2002: 202) and Ivanic and Simpson (1992, in Burgess 2002: 203), 
these constraints might make it difficult to be fully-fledged members of more than one 
discourse community at once, because different communities have different - and sometimes 
contrasting - conventions. On the other hand, Berkenkotter et al. (1988, in Burgess 2002: 202) 
argue that there are cases in which the mastery of the conventions of a discourse community 
can be helpful when participating in the discourse of another community. Many, however, 
believe that there are other elements which characterise a discourse community: e.g. to Porter 
(1992, in Hyland 2000: 9) and Swales (1990: 26) it is the forums - genres, in Swalesian terms 
- it uses to achieve its goals, while to Killingsworth (1992, in Hyland 2000: 9) it is the 
existence - or lack - of interaction among its members. 
As far as academic discourse is concerned, it is a whole series of features which 
distinguishes its different disciplines, as Bhatia (2002a: 33) points out: 
Disciplinary cultures thus differ on several other dimensions, such as typical patterns of membership and 
initiation into disciplinary cultures, knowledge structures and norms of enquiry associated with different 
disciplines, in addition to expectations and standards of rhetorical intimacy and modes of expression, the 
specialist lexis, and typical approaches to teaching of different disciplines. 
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Hence, “while disciplines are defined by their writing, it is how they write rather than simply 
what they write that makes the crucial difference between them” (Hyland 2000: 3). But on the 
basis of the very idea that there are differences among disciplines, it is possible to 
acknowledge the existence of characteristics which hold true for every discipline - to which I 
will refer from now on as ‘the academic discourse community’ - without, however, 
diminishing the importance of the differences themselves. I will do this in the next section, 
where I will describe the correlation between the notion of discourse community and 
academic discourse and then I will point out the characteristics of the academic discourse 
community in order to draw a line between the academic CP and the non-academic CP. 
 
3.2 – Academic discourse and the academic discourse community 
The concept of ‘discourse community’ is relevant in this context because an academic 
text is not only the sheer verbal expression of a researcher’s work, but it is influenced by 
underlying practices (MacDonald 1994, in Hyland 2000: 3) within the discourse community, 
and it is these very practices which define a discipline (Hyland 2000: 1). In order to 
understand academic discourse is therefore necessary to understand what characterises the 
academic discourse community. 
As Hyland (2000: 5) observes, academic discourse is characterised by the aim of adding 
to “a body of certified knowledge“ (2000: 5). What constitutes new knowledge is decided on 
the basis of the situation where it is produced (Hyland 2000: 7-8) and occurs through 
processes established by and taking place within the academic discourse community (Hyland 
2000: 6). These processes are “essentially social, involving authority, credibility and 
disciplinary appeals” (Hyland 2000: 6) and they relate the different members of the 
community by creating a conversation in which knowledge is negotiated (Hyland 2000: 1). In 
order for this conversation to take place, a member needs to prove the legitimacy of his/her 
membership (Hyland 2000: 10) by respecting specific constraints tacitly decided by the 
community (Hyland 2000: 9). Since these constraints are tacit, community members are 
accustomed to them being respected, so the members will notice if they are not, which will 
lead to the rejection of the new knowledge claims made. Considering that the goal of 
academic discourse is the creation of new knowledge and that the career of most academics 
depends on successful participation in the academic discourse (Hyland 2000: 16), acceptance 
is crucial and depends, in turn, on the acceptance of the community members, because 
“methods and findings are coordinated and approved through public appraisal and peer 
review” (Hyland 2000: 6-7). In order to gain acceptance one needs to be persuasive, which is 
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only possible if one adopts the conventions established by the community (Hyland: 2000: 8). 
As Hyland (2000: 8) observes: 
The persuasiveness of academic discourse, then, does not depend upon the demonstration of absolute fact, 
empirical evidence or impeccable logic, it is the result of effective rhetorical practices, accepted by 
community members. Texts are the actions of socially situated writers and are persuasive only when they 
employ social and linguistic conventions that colleagues find convincing. 
So, in Sullivan’s (1996, in Burgess 2002: 202) words, an academic must add to the body of 
knowledge possessed by the community while, at the same time, proving his/her mastery of 
the traditional conventions and practices, thus being “conservative yet progressive”.  
As stated above, a member has to prove his/her legitimacy and to do so he/she has not 
only to adopt the conventions established by the community, but also to define his/her role as 
a member (Hyland 2000: 63). Legitimacy is essential for acceptance, because it means 
communicating to the other members of the community that one is part of the community 
itself and has cause and right to make a claim (Hyland 2000: 63). In order to gain this 
legitimacy, members should build an acceptable persona (Hyland 2000: 13); for example, by 
quoting previous works, the member acknowledges the authority of other members of the 
community, he/she shows that he/she is a legitimate member of the community because of 
his/her knowledge of both its matter of interest and its practices, and he/she creates a justified 
niche in which to insert his/her claims (Hyland 2000:20). 
 
In the next section I will interpret the academic CP as a genre by applying what has been 
written so far, since it is a genre used by the academic discourse community (see Chapter 2). 
Then, starting from this, I will define the non-academic CP. 
 
3.3 –The academic CP and the non-academic CP 
In Swales’ (1990: 46) definition of genre “the principal criterial feature that turns a 
collection of communicative events into a genre is some shared set of communicative 
purposes”. In the light of what has been written in Chapter 2 and in the previous section, it is 
possible to say that the academic CP is a prevalently oral genre used by researchers when 
participating in academic conferences and whose purpose is to present new knowledge claims 
in order to receive both feedback and recognition by peers. As Hyland (2000: 12) observes, 
“in most academic genres (…) a writer’s principal purpose would be persuasive” (in 
discussing discourse communities, Hyland refers to academic writing, but his work can be 
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related to oral academic genres as well, since the mode of the genre does not affect or change 
the discourse community), so, from the speaker’s point of view, the academic CP serves the 
purposes of “claim-making and (…) marking out the research territory” (Rowley-Jolivet 
2005: 45) as well as that of persuading the community that he/she is one of its legitimate 
members. The speaker’s ultimate intent - the reason he/she has to be persuasive - is 
publication, as the CP is regarded as a stepping stone towards it (see Section 2.2). A further 
purpose of the speaker, which goes hand-in-hand with publication, is the advancement of 
his/her career (Hyland 2000: 16). As far as the audience of the academic CP is concerned, it 
consists of other members of the academic discourse community, who are required to take 
part in conferences because of the social practices of the discourse community and whose task 
is to evaluate the worth of the knowledge claims presented in the CP (Hyland 2000: 11). 
Drawing a parallel with the non-academic CP, this latter could be defined as a prevalently 
oral genre used in non-academic conferences, i.e. conferences which are “a forum for 
presentation and discussion” (Shalom 2002: 54), but do not function either “as a gatekeeper of 
research” (Shalom 2002: 54) or as “a distributor of information about research process” 
(Shalom 2002: 54), because they are not used by the academic discourse community. 
In order to discuss the discourse community of the non-academic CP, it is necessary to 
analyse its participants, because according to Swales (1990: 24) ‘discourse community’ is a 
definition applicable only to social groups of people that fulfil specific criteria. It is a truism 
that a conference of any kind is a communicative event, so its participants are both the 
speakers and the audience, addressors and addressees (Hymes 1974: 13). The same 
participants can be identified for the CP, but in the case of the non-academic CP - and the 
non-academic conference as well - I believe there is a third subject to be taken into account in 
order to achieve a better understanding of it: the organiser of the conference. 
First of all I will concentrate on the audience. The audience of the non-academic CP may 
or may not constitute a cohesive social group, depending on the kind of conference taken into 
account, but nevertheless that social group can be defined as a discourse community. On the 
one hand, if we think about one-off events such as the TED Conferences - one-week events 
having a leitmotiv, which is shared by all its 50+ talks given by different speakers (TEDa) - 
the audience potentially is made up of completely different individuals, who apparently have 
nothing in common, except for the fact that they are participating in the conference. However, 
since attendance at TED Conferences, as well as in many other similar non-academic 
conferences, requires the payment of a fee, it can be argued that all the members of the 
audience are interested either in the topics or in the speakers of the CP’s. Either way it is fair 
24 
 
to say that they take part in the CP with the aim of increasing their knowledge or their 
understanding of a topic. It is worth noticing that in an academic CP the conversation goes 
both ways: the speaker is making knowledge claims and the audience is called upon to 
evaluate those claims. Whereas in this kind of non-academic CP’s we have a one-way 
conversation, in which the speaker sends a message which is received by the audience, which, 
however, does not have any evaluating powers or tasks.  
On the other hand, if we think about party conferences or the Trade Union Congress, they 
are events which occur regularly and whose audience is much more cohesive, thus 
representing a typical Swalesian discourse community (see Section 3.2) - e.g. the discourse 
community of the Conservative or Labour party and the discourse community of the Trade 
Union. In this context, I would guess that the audience is more interested in the speeches and 
their content rather than the speakers, since this kind of non-academic conferences are usually 
forums in which decision-making processes related to the nature of the discourse community 
unfold. This creates a two-way conversation, which, however, is different from that of the 
academic CP, because the audience here has no evaluating task to perform. Rather its 
participation aims at taking part in the activities and social practices of the discourse 
community. 
In both the cases analysed above, the audience represents a discourse community. To 
understand this it is necessary to think beyond Swales’ (1990) strict criteria and imagine 
discourse communities as on a scale of ‘delicacy’ (Halliday and Hasan 1989: 105). Bex 
(1996) has already adopted a similar approach by applying Milroy’s (1987, in Bex 1996: 66) 
theory of two kinds of communities - ‘close knit’ communities, where individuals are strictly 
interconnected, and ‘loose-knit’ communities, where individuals are more loosely connected 
with each other - to the concept of ‘discourse community’. However, I would go further and 
say that it is possible to apply the notion of ‘delicacy’ to that of discourse community. 
According to Hasan (1989: 106), there is a degree to which a ‘contextual configuration’ 
(henceforth referred to as CC) can vary while remaining the same CC. The CC consists of 
specific field, tenor, and mode values determining a text’s genre (Halliday and Hasan 1989: 
55) (see also Section 3.5), in which field refers to the social actions unfolding in and through 
the text (Halliday and Hasan 1989: 12), tenor describes the participants in the discourse as 
well as their roles and statuses (Halliday and Hasan 1989: 12), and mode refers to the role of 
language (Halliday and Hasan 1989: 12). Using the concept of delicacy to describe discourse 
communities means claiming that there are some elements of the discourse community, 
which, if present in different degrees, do not change the nature of the discourse community 
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itself. To give a concrete example, individuals who take part in a CP in order to increase their 
knowledge constitute a discourse community, whether they interact with each other a lot, or 
not at all because they are complete strangers. This view finds support in Killingsworth’s 
(1992: 111) theory that both geographically local communities and global communities - 
made up of individuals who do not interact but share both interests and discursive actions and 
practices - are discourse communities, even if, for now, I am only taking into account the 
audience, while Killingsworth (1992: 111) refers to the relationship between the audience and 
the writer. 
As far as the organiser is concerned, usually, academic conferences are organised by 
inside members of the academic discourse community, because they are a genre used to 
pursue the goals of the community, so it is in the interest of the community itself to organise 
such events. Since the organisation of a conference is no easy task, I believe that organisers of 
a non-academic conference have a very plausible reason to do it. Similarly to academic 
conferences, non-academic conferences such as party conferences are organised by members 
of the discourse community to which the audience belong because it is in their own interest to 
do so (see previous paragraph). The same holds true for other kinds of conferences. Taking as 
an example the TED Conferences once again, they are organised to “make great ideas 
accessible and spark conversation” (TEDb), a goal, which, I would guess, is also shared by 
the audience, thus making the organiser part of the discourse community to which the 
audience belong. Therefore, regardless of their nature, the main purpose of the organiser of a 
non-academic CP usually coincides with the purpose of the audience. 
The figure of the speaker is quite controversial to analyse in terms of discourse 
community. In academic conferences any member of the academic discourse community can 
give a CP, if he/she meets the requirements of making new knowledge claims. Indeed, as in 
Chapter 2, the academic CP often offers academics and researchers their first opportunity to 
present their findings to the community. However, they qualify as speakers because of the 
authority entailed in the making and presenting of new knowledge-claims. The same holds 
true for non-academic conferences, where speakers are required to have an authority of some 
kind in order to give a presentation - be it because they possess a greater knowledge or 
expertise, or because they made valuable experiences, or simply because they play an 
important role in the context of the conference. To be a little more concrete, possible speakers 
at non-academic conferences are academics - and therefore experts on a specific subject - 
giving a public presentation, businesspeople who share their inspiring experience in a talk, 
and party leaders giving a speech when invited at a non-academic conference. The authority 
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of the speaker is essential both to the audience and to the organiser. On the one hand, the 
audience members take part in the CP because they want to increase their knowledge or take 
part in the social practices of the discourse community, so, to justify the speaker’s presence as 
such, he/she must be in possess of that knowledge or play an important role inside the 
discourse community involved. On the other hand, the organiser wants a speaker who can 
attract an audience and, therefore, who can make it possible for the audience to pursue its goal 
when participating in the CP. 
Furthermore, the speaker also needs to demonstrate his/her authority before the discourse 
community, in a similar way to academic CP speakers, but not so strictly. Of course, non-
academic CP speakers will want to give a successful CP, so in a certain sense their purposes 
partly coincide with those of academic CP speakers, because they will want to be informative 
and persuasive, as well as appropriate to the audience and the context in which the text is 
produced. However, they do not seek approval from their audience, in the sense that they are 
not there in order to get published and advance their career. In my opinion, this is the crucial 
difference between the academic CP and the non-academic CP. 
To sum up, the non-academic CP is a prevalently oral genre used by different discourse 
communities to pursue different goals - the most likely being the sharing of knowledge and 
information - and in which the speaker needs to have an authority of some kind to justify 
his/her presence as such. What distinguishes it from the academic CP is the fact that its 
discourse community is not regulatory and it is not used to carry out the practices of the 
academic discourse community, i.e. the speaker does not have publication and career 
advancement as ultimate goals and the audience does not evaluate the worth of the speaker’s 
contribution. 
 
3.4 – The non-academic CP introduction as a genre 
To paraphrase Swales (1990: 58), a genre is a class of communicative events whose 
members have the same shared communicative purposes. These purposes are the rationale for 
the genre, which influences the structure of the discourse as well as its content and style 
choices. Elements such as structure, style, content, and audience are similar in texts belonging 
to the same genre (Swales 1990: 58). Swales (1990) developed this definition of genre on the 
basis of a set of criteria, which I will set out to apply to the non-academic CP introduction. 
Yet one preliminary remark is necessary. In this chapter the genre analysis of the non-
academic CP introduction will be based on logical assumptions made with the help of a 
comparison with the academic CP introduction. These assumptions will then be confirmed or 
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rejected in the next chapter by means of the case studies. These are the criteria. 
First, a communicative event needs to constitute a class to be a genre, i.e. its occurrence 
and/or its role must be relevant to its participants and the environment it occurs in (Swales 
1990: 45-46). Considering the non-academic CP introduction is the starting point of the 
presentation - as the academic CP introduction is - then it is bound to occur, with maybe few 
exceptions, every time a speech is given, thus constituting a class. 
Second, a class of communicative events needs to have shared communicative purposes 
in order to be a genre (Swales 1990: 46). The name of a genre is very insightful in this regard 
because it is commonly accepted by the discourse community, which thus identifies and 
acknowledges the role of that genre within the community itself (Swales 1990: 54-55). In the 
case of the non-academic CP introduction the name is self-explanatory and it is safe to say 
that the general purpose of the non-academic CP introduction is roughly the same as the 
introductory section of the academic CP (see Section 2.3), i.e. to introduce the CP and, 
possibly, the speaker, as well as to address and engage the audience. 
Third, the purposes of the genre recognised by the members of the discourse community 
constitute the rationale of the genre, which in turn creates constraints on elements such as 
content, form, syntax, and language (Swales 1990: 53). Considering that the purposes of the 
non-academic CP introduction are introducing the CP and the speaker, and addressing and 
engaging the audience, it is very likely that its content, form, syntax, and language will be 
developed bearing that in mind. 
Fourth, texts belonging to the same genre have, in different degrees, similar properties 
such as form, structure, and expectations by the audience (Swales 1990: 52). For now it is 
impossible to make any assumptions for this criterion, but, as anticipated at the beginning of 
this section, its applicability will be verified by means of the case studies in the next chapter. 
 
If we were to define the non-academic CP introduction as a genre only by applying 
Swales’ criteria, then the academic CP introduction and the non-academic CP introduction 
would be different representations in delicacy (See section 3.3) of the same genre. However, 
the contexts in which they occur, namely the academic CP and the non-academic CP, are 
similar but different, as explained in Section 3.3. In Swales’ (1990) genre definition, context 
plays so minor a role that it is only described in order to stress the importance, for the 
definition of a genre, of the role of the communicative event within “the environment of its 
production and reception” (Swales 1990: 46), which means it is not a defining criterion for a 
genre. Nevertheless, I am convinced that context is important and that Swales (1990: 49) is 
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wide of the mark in claiming it is less relevant than communicative purposes in the 
identification of a genre. So in the next section I will introduce Hasan’s (Halliday and Hasan 
1989) approach to genre, in which the concept of ‘context’ holds an important position. 
 
3.5 – Genre and context: Hasan’s approach 
Hasan (Halliday and Hasan 1989: 52) borrows Halliday’s (Halliday and Hasan 1989: 10) 
definition of text as functional language “that is doing some job in some context” and adds 
that it is characterised by unity of structure and of texture, i.e. cohesion (since the focus of this 
work is on the CP introductory section and its structure, I will concentrate on the former 
without reporting on the latter). Some elements of the structure, Hasan (Halliday and Hasan 
1989: 55) claims, can be predicted by using the context, and by context she not only means 
the “physical environment in which a text might be being created” (Halliday and Hasan 1989: 
99), but also the cultural background which gives meaning to the text and the context itself 
(Halliday and Hasan 1989: 101). The context affects the structure of a text by means of the 
CC (see Section 3.3) and that determines the “obligatory and the optional elements of a text’s 
structure as well as their sequence” (Halliday and Hasan 1989: 56). In other words, the CC is 
“the expression of a type of situation” (Halliday and Hasan 1989: 102) characterised by 
specific meanings conveyed through the ‘generic structure potential’ (henceforth referred to 
as GSP) (Halliday and Hasan 1989: 64), namely “the set of obligatory elements” (Halliday 
and Hasan 1989: 66) in the structure of a text. And “if CC is a class of situation type, then 
genre is language doing the job appropriate to that class of social happenings” (Halliday and 
Hasan 1989: 108), so a text which presents the elements of a specific GSP belongs to the 
genre which expresses the related CC. 
To sum up, the genre is the verbal expression of the CC - i.e. those elements of the 
context which influence different aspects of the text - and it is characterised by a specific 
structure called GSP. 
Hasan’s (Halliday and Hasan 1989) work is focused on the socio-cultural aspect of 
language and text and for this reason she analyses dialogues, a text type in which the social 
and cultural elements emerge more clearly. Nevertheless, her theory, which connects the 
concepts of ‘context’, ‘genre’, and ‘structure’ as stated above, might be useful when applied 
to other genres as well, so in the next chapter I will try to determine whether the non-
academic CP introduction is the same genre as the academic CP introduction by finding out 
whether they have the same structure.  
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4 - Study design 
Bhatia (1993: 23) suggests that a corpus is the best means to analyse a genre, because if it 
is representative of a kind of text or language, it can be “used as the basis for generalizations” 
(Biber 1993: 243). Yet, a case study analysis - or rather five - can be considered as a first step 
for a more thorough follow-up study on the topic, because it can be used to test and calibrate 
the most appropriate move model to apply to the non-academic CP introduction as a genre. 
The data used for the study comprises five non-academic conference presentations on 
different topics (economy, politics, Europe, and life experiences) given in different non-
academic contexts. The speakers are two British men, two American men, and an American 
woman. Four of the presentations were downloaded from the Internet and one was recorded 
during the conference itself, and their introductory sections and the first sentences of their 
body were transcribed using the speech recognition software Dragon NaturallySpeaking to 
speed up the process. Ad-hoc transcription conventions were applied (see Appendix 1: 
Transcription conventions). Orthographic paragraphs, i.e. chunks in which a written text is 
divided to organise it visually (Thompson 2003: 7), were defined on the basis of the 
phonological paragraphs in the texts. A phonological paragraph is “identified by phonological 
features at its boundaries” (Thompson 2003: 7), i.e. a high pitch at the beginning - with a 
higher pitch on the first syllable of the first sentence - and then a gradual fall in volume till the 
end of the paragraph, which is signalled by a one- or two-second pause (Thompson 2003: 7-
8). In the case study analysis session I will refer to orthographic paragraphs simply as 
‘paragraphs’. 
To make sure all the conference presentations analysed were non-academic, the 
programmes of the conferences were found where available; otherwise their non-academic 
nature was inferred from other information, such as details about the conference found on the 
website of the organising institution (see Appendix 1: Case study 1. Conference description, 
Appendix 6: Case study 2. Conference description, Appendix 7: Case study 2. Conference 
description 2, Appendix 10: Case study 4. Conference description, Appendix 11: Case study 
5. Conference description). 
The following step was to distinguish the introduction from the rest of the presentation. 
For the beginning I followed Dubois’ criterion for academic CP’s (see Section 2.3), which 
establishes that the introduction begins when the speaker addresses the audience, thus leaving 
out anything said beforehand to the chairperson. For the end many elements were taken into 




Then the Rowley-Jolivet and Carter-Thomas academic CP introduction move model (see 
Figure 2 on page 18) was applied to the transcribed texts, with some reservations. By the very 
nature of the study, this model reflects academic discourse, therefore it is liable that some 
parts of it will turn out to be irrelevant for the non-academic CP introduction genre. Even 
though this hypothesis will only be confirmed by the case study analyses, it is useful to 
identify those moves and steps which are unlikely to be applicable to the non-academic CP 
introduction. 
First, in the first category of Move A - Setting up the framework, the Interpersonal 
framework category, Step 1b - Acknowledgements is closely linked to the academic context, 
because it serves the function of thanking “co-authors, collaborators, companies or funding 
agencies” (Rowley-Jolivet and Carter-Thomas 2005: 52), i.e. those people who helped the 
researcher or the academic in his/her work. Considering that the non-academic CP is not a 
forum used by academics to present their work, there is no need for this step and the chances 
are that it will not be present in a non-academic CP introduction. 
Second, Step 1b - General research context in Move B - Contextualising the topic is used 
to acknowledge and refer to previous works on the topic of the CP (Rowley-Jolivet and 
Carter-Thomas 2005: 53-54), thus having the same purpose as citation in academic writing - 
by acknowledging previous works, an academic justifies his/her arguments (Hyland 2000: 
20), embeds his work in the already existing body of knowledge (Hyland 2000: 31), and 
shows the legitimacy of his/her membership to the discourse community (Hyland 2000: 35). 
All these actions are important in an academic context, where the social practices linked to 
citation need to be embraced in order to gain acceptance, but in a non-academic context they 
are irrelevant. This does not imply that citations are not used in non-academic CP’s, it only 
means that the social practices and power relations which lie behind the act of citing other 
works are different than those of the academic discourse. 
Lastly, Move C - Stating the research rationale is completely irrelevant to the non-
academic CP introduction as its purpose is to explain why research was undertaken as well as 
to describe its goals (Rowley-Jolivet and Carter-Thomas 2005: 54). 
 
In the following sections I will analyse the five case studies by describing the CP and 
showing that it is non-academic; then I will determine what the cut-off point between the 
introduction and the body of the CP is and, lastly, I will apply the move analysis by 
presenting the results and organising the realisations of the moves in a table. 
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4.1 - Case study 1 
Case study 1 is the video recording of a keynote address entitled “Can Democracy Cure 
Capitalism?” delivered by Richard D. Wolff, Professor of Economics, in the framework of 
Webster University’s Global Leaders in Residence programme on the 8th April 2014 (see 
Appendix 3: Case study 1. Description of the video). This “keynote address” (Appendix 3: 
Case study 1. Description of the video) takes place in a conference defined as a forum which 
is “free and open to all students, faculty and the general public” (Appendix 2: Case study 1. 
Conference description) and where “leaders will share their unique perspectives based upon 
their experiences” (Appendix 2: Case study 1. Conference description). So, on the one hand, 
we have a mixed audience, which is made up of senior and junior members of the academic 
discourse community - faculty and students, respectively - and individuals seemingly 
interested in the topic or the speaker of the conference - the general public. Both categories 
have the purpose of receiving information. On the other hand, the speaker is one of the 
‘leaders’ coming from the University scene and takes part in the conference as an academic, 
for he possesses a specific knowledge of interest he wants to share with the audience. Despite 
being an academic, the speaker does not have to abide by those conventions and constraints 
linked to academic discourse because the audience neither belong exclusively to the academic 
discourse community nor do they necessarily have the purpose of evaluating the worth of the 
speaker’s contribution. Furthermore, he does not use a specific terminology, as academics do 
in academic CP’s, even though he is talking about his academic field. Therefore, the text  
qualifies as a non-academic CP introduction. 
As for the cut-off point between the introduction and the body of the CP, it was not easy 
to find it. Before the actual end of the introduction there are two passages in the text which, 
from a metadiscoursal point of view, might seem like the beginning of the body of the CP, yet 
they are not, because of their content. 
The first one is at Line 56 (Appendix 13: Case study 1. Transcription) and is signalled by 
‘So’ followed by the structure ‘Let me + verb’. In this context, ‘So’ functions as a specific 
kind of discourse marker - i.e. an element which brackets units of talk such as sentences, 
propositions, speech acts, and tone units (Shriffin 1988: 35) - called ‘frame marker’, which 
indicates a topic shift (Hyland 2000: 190-191), and indeed the topic of the speech shifts from 
the speaker himself to the presentation theme. Furthermore, the speaker refers, for the first 
time, to the title of his presentation, thus making an opening signal (Heino, Tervonen & 
Tommola 2002: 130). So it would seem that the introduction is over and that the body of the 
presentation is beginning - yet, the topic shift is only apparent, because the theme of the 
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address is presented, but the speaker continues to be self-referential. The subject of almost all 
the sentences from Line 56 to 59 (Appendix 13: Case study 1. Transcription) is, indeed, 
himself, and not the topic of the CP: ‘Let me begin’ (Appendix 13: Case study 1. 
Transcription: Line 56), ‘Let me give you the good news’ (Appendix 13: Case study 1. 
Transcription: Line 57), ‘I think it can’ (Appendix 13: Case study 1. Transcription: Line 57), 
‘I think it will’ (Appendix 13: Case study 1. Transcription: Line 57), ‘I’m more and more 
persuaded’ (Appendix 13: Case study 1. Transcription: Lines 57-58),’ that’s how I see it’ 
(Appendix 13: Case study 1. Transcription: Line 59), and ‘So let me explain’ (Appendix 13: 
Case study 1. Transcription: Line 59). 
The paragraph beginning at Line 61 (Appendix 13: Case study 1. Transcription) is the 
second passage of the text where the body of the CP seems to start. It begins with the words 
‘To say that’ (Appendix 13: Case study 1. Transcription: Line 61) in a higher pitch than the 
previous paragraph, to which it is linked meaning-wise by the sentence ‘So let me explain.’ 
(Appendix 13: Case study 1. Transcription: Line 59), which, in turn, is followed by a pause. 
Even though the rise in volume at the beginning of a sentence usually signals the beginning of 
a new paragraph and a new topic (Thompson 2003: 8), the content of the paragraph 
introduced at Line 61 (Appendix 13: Case study 1. Transcription) suggests that the topic is not 
new because it is linked to the content of the previous paragraph (Appendix 13: Case study 1. 
Transcription: Lines 56-59). Furthermore, this paragraph (Appendix 13: Case study 1. 
Transcription: Lines 61-66) is a good example of what Thompson (2003: 10) calls a 
‘metadiscoursal phase’, a part at the beginning of a lecture, i.e. its introduction, where the 
speaker gives an overview of the content of his/her speech, so it can be considered as still part 
of the introductory section of the CP. Further proof is provided by the speaker’s self-
referentiality throughout this paragraph (Appendix 13: Case study 1. Transcription: Lines 61-
66), too, as he tells the audience about his intentions at Lines 63-64 (Appendix 13: Case study 
1. Transcription). 
The cut-off point between introduction and body of the CP is signalled by the frame 
marker ‘So’ followed by the structure ‘Let’s + verb’ at Line 68 (Appendix 13: Case study 1. 
Transcription). What makes this sentence (Appendix 13: Case study 1. Transcription: Line 
68) the beginning of the body of the presentation is the use of the relational marker ‘Let’s’ 
(Hyland 2000: 193) - instead of the previous self-referential ‘Let me’ (Appendix 13: Case 
study 1. Transcription: Lines 56, 59) - said with a higher pitch than the previous sentence 
(Appendix 13: Case study 1. Transcription: Line 66). Since after the first sentence (Appendix 
13: Case study 1. Transcription: Line 68) the speaker talks about what he would like to do in 
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the presentation but cannot, this paragraph (Appendix 13: Case study 1. Transcription: Lines 
68-72), too, could be considered as part of the introduction. Yet, it is not, because the speaker 
clearly introduces the first theme of his presentation in a detailed way: in the previous 
paragraph (Appendix 13: Case study 1. Transcription: Line 61-66), at Lines 63-64 (Appendix 
13: Case study 1. Transcription), the topic was introduced in general terms as ‘American 
capitalism, particularly over the last 30 or 40 years’, while in this paragraph (Appendix 13: 
Case study 1. Transcription: Lines 68-72) at Line 68 (Appendix 13: Case study 1. 
Transcription) it is stated clearly that the starting point of the speech, content-wise, will be the 
1970s. This is a signal that the body of the CP has started because in the introduction of a CP 
the topic is only announced (Rowley-Jolivet and Carter-Thomas 2005: 52), hence stated in 
general terms. 
 
4.1.1 - Case study 1: Move analysis 
I will start the move analysis from the beginning of the model, namely with Move A - 
Setting Up the Framework, whose steps are all present in the introduction, as can be seen 
from Table 4 (below on the following page). The speaker starts off the presentation with Step 
1a - Listener orientation, which lasts for most of the introduction. Firstly, he thanks the 
institution which organised the conference for having invited him (see Table 4 below on the 
following page) (Rowley-Jolivet and Carter-Thomas 2005: 52), then he creates a persona for 
the presentation (see Table 4 below on the following page), which in turn creates expectations 
about it (Rowley-Jolivet and Carter-Thomas 2005: 52). He does this by stating that what he 
will say is controversial (see Table 4 below on the following page) and that, despite always 
being so upfront that people and students barely tolerated him, people are now starting to 
want to listen to him (see Table 4 below on the following page), so much so that he now hosts 
a radio programme (see Table 4 below on the following page). Secondly, he engages the 
audience with funny remarks (Rowley-Jolivet and Carter-Thomas 2005: 52) - such as by 
referring to a made up class about underwater basket weaving and stressing the word ‘Omaha’ 
(see Table 4 below on the following page) - and by telling them something about himself 
(Rowley-Jolivet and Carter-Thomas 2005: 52), even though this last action overlaps with the 
creation of a persona (see Table 4 below on the following page). Step 1b - Acknowledgements 
is not realised, as predicted (see Chapter 4). 
The Discourse framework occurs, too. Step 2a - Announce topic is realised towards the 
end of the introduction, where the speaker states the title of his presentation and says that he 
will talk about ‘American capitalism’ (see Table 4 below on the following page); at the same 
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time he implicitly hints at the general outline of his address by using the verb to want (see 
Table 4 below on this page) as a frame marker to announce goals (Hyland 2000: 190), thus 
realising Step 2b - Outline structure/Indicate scope (Rowley-Jolivet and Carter-Thomas 2005: 
52-53). 
As far as Move B - Contextualising the Topic is concerned, the situation is a bit 
complicated. I suggest that this move is partly realised, yet not sequentially to Move A. Step 
1a - Conference context stresses the intertextuality of the conference forum (Rowley-Jolivet 
and Carter-Thomas 2005: 53) and, indeed, in this introduction there are references to other 
speeches given during the conference, yet they do not constitute a move by themselves 
because they are remarks embedded in Step 1a - Listener orientation of Move A. Firstly, the 
funny remark about the fish has the double purpose of engaging the audience and of referring 
to the introductory speech given right before the presentation (see Table 4 below on this 
page). Secondly, the speaker borrows the expression ‘to stir the pot’ (see Table 4 below on 
this page) from a previous speaker and uses it to create his persona and justify his presence at 
the conference by pointing out that his speech is in line with the idea behind the conference. 
Thirdly, he explicitly refers to what was said in the introductory speech preceding his address 
by saying ‘The Dean kindly referred to my radio program’ (see Table 4 below on this page). 
As predicted (see Chapter 4), Step 1b - General research context is not realised in this 
introduction, and neither is Move C - Research rationale. Nevertheless, in the text there are 
elements which resemble some steps of this move. First, if we replace the concept of 
‘research’ with that of ‘topic of presentation’, the passage in which the speaker explains that 
he has been giving addresses about the topic of the presentation because he believes that there 
is something wrong with the economic system and wants to raise awareness in society (see 
Table 4 below on this page) could be seen as the realisation of the Motivation part of Move C, 
in particular Step 1b. Second, the speaker’s answer to the question of the talk (see Table 4 
below on this page) recalls Step 2b - Preview results or solutions of the Response part, 
because that answer represents the climax of the argumentation which will be developed 
during the speech. 
 
Table 4: Case study 1, move realisation (see Appendix 13: Case study 1. Transcription) 
MOVE A - Setting Up the Framework 
Interpersonal framework 























 1b - Acknowledgements 
Discourse framework 




 2b - Outline structure/Indicate scope 
‘Thank you very much, I do really appreciate … 
Webster University extending this INVITATION … 
TO ME’ (Line 1-2) 
‘I probably will stir the pot…’ (Line 5) 
‘I am a professor … who was always on the edge in 
my criticisms. Barely tolerable … And suddenly, 
over the last four years, I’m not.’ (Line 22-23) 
‘They all want to HEAR what I have to say.’ (Line 32-
33) 
‘I started a radio program 3 years ago in New York 
City…’ (Line 50-51) 
‘I’ve never before been compared to a fish err 
[laugh]’ (Line 2-3) 
‘OMAHA [laugh]’ (Line 29) 
‘they had to take something at four in the afternoon 
and this was the only thing other than underwater 
basket weaving [laugh]‘ (Line 35-36) 
 
 
‘The question of this talk. Can democracy cure 
capitalism? (Line 56-57) 
‘I do wanna talk about American capitalism, 
particularly over the last 30 or 40 years’ (Line 63-64) 
‘I do wanna talk about American capitalism, 
particularly over the last 30 or 40 years … and to do 
a summary with you…’ (Line 63-64) 
MOVE B - Contextualising the Topic 







‘I’ve never before been compared to a fish err 
[laugh] but I’ll think about that and try to … 
integrate that into what I ... err what I have to say.’ 
(Line 2-3) 
‘I probably will stir the pot’ (Line 5) 




 1b - General research context 
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MOVE C - Research Rationale 
Motivation 
 1a - Problems/Gaps/Counter-claims 








 1c - Continuation of previous work 
Response 
 2a - Question-raising/Hypotheses 
 2b - Preview results or solutions 
 
 




‘I do stir the pot and I’ve been stirring it most of my 
adult life … since it became clear to me that … the 
economic system in which we live was one that had 
serious problems and flaws, that we as a society in 
general are afraid to confront them … err and 
therefore not too very well skilled at overcoming 
them … And that I wanted to pursue that and talk to 




‘Can democracy cure capitalism? Well let me give 
you the good news: I think it can. And I think it 
will.’ (Line 56-57) 
 
4.2 - Case study 2 
Case study 2 is the video recording of a public event organised by the Maxwell School of 
Syracuse University on 15th October 2012 (see Appendix 5: Case study 2. Conference 
programme). The speaker is former Lt. Gov. Kathleen Kennedy Townsend and her 
presentation is about American politics and its two polarised visions (see Appendix 5: Case 
study 2. Conference programme). This CP is non-academic because the speaker is not an 
academic, yet she has legitimacy and authority to speak about the conference’s topic, i.e. 
politics, because she has written a book about it and is a former politician (see Appendix 7: 
Case study 2. Conference description 2). It could be argued that for this very reason - her 
being an expert - the CP is academic, but she neither uses a specific terminology nor is she 
there with the intent of being published, as an academic would. In fact, she is there to present 
to the interested audience her perspective on the current political situation in the US (see 
Appendix 5: Case study 2. Conference programme). 
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To mark the beginning of the body of the CP at Line 24 (Appendix 14: Case study 2. 
Transcription) there are two elements. First, content-wise, the topic of the speech is presented 
in general terms in the preceding paragraph (Appendix 14: Case study 2. Transcription: Lines 
16-22) at Line 17 and it is reprised in a detailed way in the first paragraph of the body 
(Appendix 14: Case study 2. Transcription: Lines 24-31). Second, the self-referential pronoun 
I is almost exclusively confined to the introduction (Appendix 14: Case study 2. 
Transcription: Lines 1-22), which presents 23 I’s against 1 in the first paragraph of the body 
(Appendix 14: Case study 2. Transcription: Lines 24-31) - with 6 out of 23 in the last 
paragraph of the introduction (Appendix 14: Case study 2. Transcription: Lines 16-22) alone. 
 
4.2.1 - Case study 2: Move analysis 
As Table 5 (below on the following page) shows, the majority of the introduction is 
composed of Move A, beginning with Step 1a, where the speaker thanks the organiser for 
having invited her (see Table 5 below on the following page), engages the audience by telling 
them a funny personal anecdote (Rowley-Jolivet and Carter-Thomas 2005: 52) about her 
mother forgetting where she went to college (see Table 5 below on the following page), and 
addresses both the previous speaker, who can be considered as the chairperson, and the 
audience (see Table 5 below on the following page). It is worth noticing that the speaker talks 
directly with the chairperson and the audience by using the personal marker ‘you’ (see Table 
5 below on the following page). First, it is used for the chairperson when the speaker tells him 
he has omitted a particular piece of information about her (see Table 5 below on the following 
page); second, it is used for the audience right at the beginning, where the speaker says how 
thrilled she is to be there (see Table 5 below on the following page), as well as towards and at 
the end, where she tells the audience that they are lucky to go to Syracuse University (see 
Table 5 below on the following page) and where she invites the foreign students in the 
audience to participate in the debate which would come later (see Table 5 below on the 
following page), respectively. As for Step 1b, it does not occur, as predicted (see Chapter 4). 
Step 2a and Step 2b are used here to conclude the introduction, i.e. the speaker introduces 
the topic of two different visions of America (see Table 5 below on the following page) and 
gives a general outline of her speech by using the structure ‘I would like to’ (see Table 5 
below on the following page) as a frame marker to announce her goal in order to say that first, 
she will give a description of one of the two visions, and then she will try to have a debate 
with the audience (see Table 5 below on the following page). 
Move B is not realised after Move A in its entirety - instead, a potential element of Step 1a 
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is embedded in Move A, Step 1a, precisely where the speaker directly addresses the 
chairperson (see Table 5 below on this page). When she tells him that he has omitted a piece 
of information about her (see Table 5 on this page) - which she exploits to introduce the 
following personal anecdote - she indirectly refers to his previous speech, thus creating 
intertextuality. Once again as predicted (see Chapter 4), Step 1b finds no realisation in this 
introduction, and the same applies to Move C. 
In this introduction there is a very interesting element, namely the fact that the speaker 
stresses more than once her ‘allegiance’ to the University which organised the conference, by 
saying (i) ‘I’ve always had a warm place in my heart for Syracuse’ (Appendix 14: Case study 
2. Transcription: Line 2), (ii) ‘I actually wanted to go to Italy and study in Italy, and Syracuse 
has a TERRIFIC campus there and so when Harvard wouldn’t allow me to, SYRACUSE did, 
and for that I’m always grateful. [Applause] Thank you, thank you, thank you.’ (Appendix 14: 
Case study 2. Transcription: Lines 8-11), and (iii) ‘you’re-you’re so lucky to go to this 
fabulous University that has campuses all over the world, emm… it’s really a great, great 
gift.’ (Appendix 14: Case study 2. Transcription: Lines 13-14). This cannot be traced back 
with certainty to any move, yet it is part of a bigger passage - the one beginning with the 
personal anecdote about the mother (see Table 5 below on this page) - which seems to be both 
a self-justification of the speaker’s presence to the conference given by the speaker herself 
and an ‘advertisement’ for the University. 
 
Table 5: Case study 2, move realisation (see Appendix 14: Case study 2. Transcription) 
MOVE A - Setting Up the Framework 
Interpersonal framework 
 1a - Listener orientation 
 THANKING 
 










‘I am … thrilled to be with you’(Line 1) 
‘thank you so much for inviting me uh here’ (Line 1) 
‘Err my mother could never remain (remember) … 
The name of the college I went to. [laugh] I know, 
truly horrible. She eventually gave me a doormat so 
I would remember what I went to, but emm or at 
least she would.’ (Line 4-6) 
‘I am … thrilled to be with you’(Line 1) 
‘you didn’t tell them,...’ (Line 2-3) 
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 1b - Acknowledgements 
Discourse framework 
 2a - Announce topic 
 
 
 2b - Outline structure/Indicate scope 
‘I am … thrilled to be with you’ (Line 1) 
‘you’re-you’re so lucky to go to is fabulous 
University...’ (Line 13) 
‘talk with you and I see there are students from 
abroad it’d be interesting to see what YOU think 
and how you feel about…’ (Line 20-22) 
 
 
‘We were thinking about what would be the topic 
and thought two different visions of-of what 
America is’ (Line16-17) 
‘I’m on one side of the vision. So this is not gonna 
be, I can’t pretend this is going to be a balanced … a 
fair and balanced err err description of what the two 
visions are’ (Line 18-19) 
‘I thought it would be interesting to at least talk with 
you’ (Line 20) 
‘I see there are students from abroad and it’d be 
interesting to see what YOU think and how you feel 
about different visions of really what is the role of 
government’ (Line 20-22) 
MOVE B - Contextualising the Topic 
 1a - Conference context 
 
 
 1b - General research context 
 
‘you didn’t tell them, but as an undergraduate I went 
to err to Radcliffe which eventually became 
Harvard.’ (Line 2-3) 
MOVE C - Research Rationale 
Motivation 
 1a - Problems/Gaps/Counter-claims 
 1b - Relevance/Centrality/Need 
 1c - Continuation of previous work 
Response 




 2b - Preview results or solutions 
 3 - Outline research goal 
 
4.3 - Case study 3 
Case study 3 is an audio recording of a conference entitled ‘Europa, quo vadis?’ organised 
by the University of Bologna on the occasion of the finals of the Faculty of Interpreting 
Studies on 24th November 2015 (see Appendix 8. Case study 3. Conference description). The 
conference was organised so that the students sitting the finals could provide an interpretation 
for the audience and be graded by their professors. Even though the situation was staged from 
the interpreters’ perspective, it was an actual conference from the speaker’s and the 
audience’s point of view, since professors and experts were called in to give speeches, which 
were open to everybody interested in the topic. The speaker in question is a British adjunct 
lecturer (see Appendix 9. Case study 3. Conference programme), who teaches British culture 
in the BA at the Faculty for Interpreting Studies and is therefore qualified to describe the 
British perspective on Europe, which is his purpose. 
The CP can be considered as non-academic because the conference’s main purpose is to 
create a real-life situation in which interpreters’ skills can be tested while at the same time 
providing the public with relevant information and different perspectives on a trending topic, 
which is the reason why the speaker refers to his own CP as a “lecture” (see Appendix 15: 
Case study 3. Transcription). 
The cut-off point of the introduction coincides with the first pause made by the speaker, 
thus signalling the ending of the first phonological paragraph (Appendix 15: Case study 3. 
Transcription: Lines 1-9). The first paragraph of the body of the CP (Appendix 15: Case study 
3. Transcription: Lines 11-14) begins with the structure ‘Let me + verb’ and it qualifies as 
such because, at Line 11 (Appendix 15: Case study 3. Transcription), the speaker says that he 
is going to make a couple of ‘introductory comments’ about the topic of the CP, which is 
indeed introduced when the speaker explains the word ‘Brexit’, that he used in the title of his 
speech (Appendix 15: Case study 3. Transcription: Lines 11-12). So, despite their name, these 
introductory comments do not belong to the introduction of the CP, but to the initial part of 
the body of the speech, which introduces its topic. 
 
4.3.1 - Case study 3: Move analysis 
The entirety of the introduction is taken up by Move A, starting with Step 1a, where the 
speaker thanks the organisers for having invited him there (see Table 6 below on the 
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following page). Step 1b, as expected (see Chapter 4), is not present in the text, while Step 1a 
is followed by an element which could be considered as Step 2a, if one were to stretch the 
concept of ‘announcing the topic’. The speaker does not announce the topic of his speech, 
probably because the chairperson already did, as suggested by Rowley-Jolivet and Carter-
Thomas (2005: 52) or because the speaker assumes the audience knows the title of his talk 
and therefore knows what the topic is already; yet he stresses its relevance in the current 
context (see Table 6 below on this page) and from this point of view this action also 
resembles Step 1b - Relevance/Centrality/Need of Move C - Research rationale. 
The introduction then ends with Step 2b, hence with the speaker outlining the structure of 
his argumentation in which he will point out that the current ideas about Britain and the EU 
are actually not current at all, but can rather be traced back to Margaret Thatcher (see Table 6 
below on this page). 
Move C, as predicted (see Chapter 4), found no realisation in this introduction, while as 
for Move B, Step 1a, it is possible that it is not present because the speaker is the first of the 
day, excluding a very brief contribution made by the chairperson. 
 
Table 6: Case study 3, move realisation (see Appendix 15: Case study 3. Transcription) 
MOVE A - Setting Up the Framework 
Interpersonal framework 
 1a - Listener orientation 
 THANKING 
 
 1b - Acknowledgements 
Discourse framework 








‘Thank you very much for the invitation to come 
and speak to you here today’ (Line 1) 
 
 
‘a topic which of course … is particularly interesting 
in 2015, 2016, 2017 for us err talking from a British 
perspective … but also of course, err Europe in 
general. (Line 1-3) 
‘what I will try to do err in this ... in these … in this 
lecture really will be to talk about the British 
perspective and try to say that the British 
perspective in 2015, 16, 17 is not particularly NEW, 
it’s really a reflection of … err a whole series of 
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considerations about Europe, which have been in 
British minds for the last 30 years, and in that..err in 
that perspective I’ll be looking in particular actually 
at Mrs THATCHER, Margaret Thatcher’s Bruges 
speech in 1988’ (Line 4-9) 
MOVE B - Contextualising the Topic 
 1a - Conference context 
 1b - General research context 
 
MOVE C - Research Rationale 
Motivation 
 1a - Problems/Gaps/Counter-claims 




 1c - Continuation of previous work 
Response 
 2a - Question-raising/Hypotheses 
 2b - Preview results or solutions 




‘a topic which of course … is particularly interesting 
in 2015, 2016, 2017 for us err talking from a British 
perspective … but also of course, err Europe in 
general. (Line 1-3) 
 
 
4.4 - Case study 4 
Case study 4 is the video recording of a speech given by newly-elected Labour Party 
leader Jeremy Corbyn on the occasion of the Trade Union Congress held in Brighton on 15th 
September 2015 (see Appendix 10: Case study 4. Conference description). Besides the fact 
that the speaker is not an academic and nor are the members of the audience, this conference 
also has the purpose of gathering trade unionists “to debate, discuss and decide” (Appendix 
10: Case study 4. Conference description) how to take action in the light of the government’s 
inaction before the workers’ situation (see Appendix 10: Case study 4. Conference 
description). Therefore this CP is non-academic. It is worth noticing that the context in which 
it occurs is a very particular one, because the whole audience belong to the same discourse 
community, i.e. they all are trade unionists, and this has an impact on the speech, as will be 
explained in the next section. 
The cut-off point between the CP introduction and its body is the pause at Line 8 
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(Appendix 16: Case study 4. Transcription), which divides the first paragraph (Appendix 16: 
Case study 4. Transcription: Lines 1-7) from the second (Appendix 16: Case study 4. 
Transcription: Lines 9-19). Even though the last two sentences of the first paragraph 
(Appendix 16: Case study 4. Transcription: Lines 1-7) at Lines 6-7 are linked, content-wise, 
to the first two sentences of the second paragraph (Appendix 16: Case study 4. Transcription: 
Lines 9-19) at Lines 9-10, it cannot be said that they belong to the same section of the text for 
three reasons. First, they are divided by a strategic pause made by the speaker (Appendix 16: 
Case study 4. Transcription: Line 8), who is not interrupted by the applause, but rather waits 
for it, judging by the fact that he finishes the sentence ‘That is in my body’ (Appendix 16: 
Case study 4. Transcription: Line 7) a split second before it. Second, the first sentences of the 
second paragraph (Appendix 16: Case study 4. Transcription: Lines 9-19) are the starting 
point for a thought developed over five lines (Appendix 16: Case study 4. Transcription: 
Lines 9-13), which in turn is linked to the following idea (Appendix 16: Case study 4. 
Transcription: Lines 14-19). Third, what has been identified as the first paragraph of the body, 
i.e. the second paragraph (Appendix 16: Case study 4. Transcription: Lines 9-19), cannot be 
considered part of the introduction because of its content, which represents a subtle way to 
introduce the main topic - or rather, message. Indeed, when Jeremy Corbyn says that he has 
always been a trade unionist (Appendix 16: Case study 4. Transcription: Line 9), he creates 
cohesion between the two paragraphs by once again establishing a connection between 
himself and the Trade Union movement. Then, he shifts to the main idea, that is the role of 
the Trade Union in ordinary people’s lives (Appendix 16: Case study 4. Transcription: Lines 
12-19). 
I have used the term ‘message’ rather than ‘topic’ as it is difficult to identify a topic for 
this specific CP. Jeremy Corbyn was invited to the conference because he had been recently 
elected as leader of the Labour party, therefore not as a discourse community member per se, 
even though he identifies himself as such in the speech (see Section 4.4.1). Hence he was not 
there to take part in the practices of the community, but rather, I would guess, to state the 
position of his party in relation to the Trade Union, thus making his speech revolve around a 
message and not a specific topic - indeed, during the CP he covers several topics to get his 
message across. 
 
4.4.1 - Case study 4: Move analysis 
In this introduction there is only one step, Step 1a of Move A, which is probably due to the 
nature of the conference. As can be seen in Table 7 (below on the following page), the 
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speaker starts off his speech by directly addressing the audience, first with ‘sisters and 
brothers’ - the typical opening address of Trade Union meetings - and then when he refers to 
Frances O’Grady as ‘your General Secretary’ (see Table 7 below on this page). He also 
addresses directly the General Secretary herself, when he looks at her and thanks her both for 
having invited him there and for having given a speech for him on another occasion (see 
Table 7 below on this page). This last remark is embedded in a personal anecdote the speaker 
tells the audience (see Table 7 below on this page), probably with the aim of engaging the 
audience and, at the same time, of having one more reason to thank the General Secretary. 
As an aside, it is interesting to notice that Jeremy Corbyn identifies himself as a trade 
unionist more than once, first by embracing the convention of addressing the audience as 
‘sisters and brothers’ (Appendix 16: Case study 4. Transcription: Line 1), and then by saying 
that it is in his body to be an active trade unionist (Appendix 16: Case study 4. Transcription: 
Lines 6-7). It is as if the speaker wanted to point out that he is part of the discourse 
community of the trade unionists, which recalls the social practices involved in academic 
discourse. 
 
Table 7: Case study 4, move realisation (see Appendix 16: Case study 4. Transcription) 
MOVE A - Setting Up the Framework 
Interpersonal framework 










 DIRECT ADDRESS TO “CHAIRPERSON” 
 





‘thank you very much for … inviting me here today’ 
(Line 1) 
‘it’s an enormous honour to be invited to address the 
TUC’ (Line 2-3) 
‘It only seems… a very short time ago… that your 
General Secretary, Frances O’Grady, did me the 
honour of coming to speak at the nominating 
meeting in my constituency in Islington North’ (Line 
3-4) 
‘I’m very grateful, Frances, for what you did then’ 
(Line 5-6) 
‘Sisters and brothers’ (Line 1) 
‘your General Secretary’ (Line 3) 
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 1b - Acknowledgements 
Discourse framework 
 2a - Announce topic 
 2b - Outline structure/Indicate scope 
MOVE B - Contextualising the Topic 
 1a - Conference context 
 1b - General research context 
 
MOVE C - Research Rationale 
Motivation 
 1a - Problems/Gaps/Counter-claims 
 1b - Relevance/Centrality/Need 
 1c - Continuation of previous work 
Response 
 2a - Question-raising/Hypotheses 
 2b - Preview results or solutions 
 3 - Outline research goal 
 
 
4.5 - Case study 5 
Case study 5 is a video recording of a TEDx Talk entitled ‘My philosophy for a happy 
life’ given by 17-year-old Sam Bern in November 2013 (see Appendix 12: Case study 5. 
Speaker list). The title of the conference is ‘Start Now’ and all speakers were asked to share 
their life experience and the way they overcame certain obstacles (see Appendix 12: Case 
study 5. Speaker list; Appendix 12: Case study 5. Conference description) with the paying, 
and therefore I guess interested, audience. Hence the context of this CP is totally non-
academic. 
The point where the CP introduction ends coincides with the indirect statement of the title 
of the speech at Lines 25-26 (Appendix 17: Case study 5. Transcription). It might seem that 
the introduction actually ends in the previous paragraph (Appendix 17: Case study 5. 
Transcription: Lines 16-21) at Line 21, because the speaker introduces the topic of his talk 
and then makes a pause, as if to signal the beginning of a new section of the text. However, 
the content of the paragraph which follows (Appendix 17: Case study 5. Transcription: Lines 
23-26) is linked to everything the speaker has said so far, as it conveys the gist of the text so 
far. Furthermore, at the end of the paragraph (Appendix 17: Case study 5. Transcription: 
Lines 23-26), at Lines 25-26, the speaker announces his intention to share with the audience 
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his philosophy for a happy life, which he will start doing in the following paragraph 
(Appendix 17: Case study 5. Transcription: Line 28). For these reasons the introduction ends 
at Line 26. 
 
4.5.1 - Case study 5: Move analysis 
Move A is the only one present, as shown in Table 8 (below on this page). First, Step 1a 
can be identified at the very beginning, where the speaker directly addresses the audience by 
greeting them (see Table 8 below on this page). The step continues when he tells the audience 
two related personal anecdotes, one about the time he had a snare drum custom made in order 
to fulfil his dream of playing in his high school marching band despite suffering from 
progeria1 (see Table 8 below on this page), and the other about his radio interview after his 
mother and other scientists published a groundbreaking study about progeria (see Table 8 
below on this page). 
Afterwards the speaker passes directly to Step 2a, where he announces the topic of the CP 
by saying that he is there to share with them his philosophy for a happy life (see Table 8 
below on this page). As predicted (see Chapter 4), Move A, Step 1b and Move C are not 
present, but neither is Move B - Contextualising the topic. This is probably due to the fact that 
the speaker is subject to strict time limits - in the video it is possible to see a countdown clock 
for the speaker - so he prepared his speech beforehand and sticks to it without adding extra 
information referring to previous talks while presenting. 
 
Table 8: Case study 5, move realisation (see Appendix 17: Case study 5. Transcription) 
MOVE A - Setting Up the Framework 
Interpersonal framework 
 1a - Listener orientation 
 DIRECT ADDRESS TO AUDIENCE 









‘Hello everyone’ (Line 1) 
‘A few years ago before my freshman year in High 
School … I wanted to play snare drum in the 
Foxboro High School Marching Band. However … 
and it was a dream that I just had to accomplish. But 
each snare drum and harness … weighed about 40 
pounds each. And I have a disease called progeria, 
                                                        




























 1b - Acknowledgements 
Discourse framework 
 2a - Announce topic 
 
 2b - Outline structure/Indicate scope 
so just to give you an idea I weigh only about 50 
pounds. So, logistically, I really couldn’t carry a 
regular-sized snare drum. And because of this … the 
band director assigned me to play … pit percussion 
… during the halftime show. 
Now, pit percussion was fun. Err it involved some 
really cool auxiliary percussion instruments … like 
the bongos … timpani, and … timbales and cowbell. 
So it was fun, emm … but it involved no marching, 
and I was just … so devastated. However, nothing 
was gonna stop me … from playing snare drum with 
the marching band … in the halftime show. So my 
family and I worked with an engineer … to design a 
… snare drum harness that would be lighter, and 
easier for me to carry. And so … after continuous 
work err we made a snare drum … apparatus that 
weighs only about 6 pounds. [applause]’ (Line 1-14) 
‘Last year … my mom and her team of scientists 
published the first successful progeria treatment 
study, and because of this I was interviewed on 
NPR, and John Hamilton asked me the question: 
“What is the most important thing that people 
should know about you?”. And my answer was, 
simply, that I have a very happy life.’ (Line 16-21) 
 
 
‘So I’m here today to share with you my philosophy 
for a happy life.’ (Line 25-26) 
MOVE B - Contextualising the Topic 
 1a - Conference context 
 1b - General research context 
 




 1a - Problems/Gaps/Counter-claims 
 1b - Relevance/Centrality/Need 
 1c - Continuation of previous work 
Response 
 2a - Question-raising/Hypotheses 
 2b - Preview results or solutions 
 3 - Outline research goal 
 
4.6 - Discussion of results 
As stated at the beginning of this chapter, case studies do not permit the drawing of 
conclusions with a high degree of certainty. However, I believe that they have proven 
themselves a source of insights, not only about the move analysis of the non-academic CP 
introduction, but also about the genre of the non-academic CP. First, they were useful because 
they allowed the identification of recurrent moves - within the limits of a case study analysis - 
of the non-academic CP introduction, which can be used as a starting point for further studies. 
Second, they were helpful in determining whether the academic CP introduction and the non-
academic CP introduction are the same genre or not. Lastly, the highlighted particular features 
of the non-academic CP as a genre 
 
4.6.1 - Possible recurrent moves in non-academic CP introductions 
From the analysis of the five introductions carried out in this chapter, it emerges that there 
is one step in Rowley-Jolivet and Carter-Thomas’ model (2005) that is always present, and 
that is Step 1a - Listener orientation of Move A - Setting up the framework, whose aim is to 
engage the audience in both the academic context (Rowley-Jolivet and Carter-Thomas 2005: 
52) and the non-academic context. In all cases except case study 5, it was realised through the 
act of ‘thanking’, while three out of five times - case studies 2, 3, and 5 - the speaker decided 
to tell personal anecdotes or to directly address the audience instead. It is worth noticing that 
only in case study 3 was the step realised by means of just one speech act. Instead, the 
speakers usually combined three or four different strategies in order to make contact with the 
audience. 
As an aside, I believe that, considering the prominence of this step in the case studies, it 
could be argued that in non-academic CP introductions it is essential to engage the audience 
right from the very start, and this is probably due to the nature of the non-academic discourse 
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community. In academic discourse, persuasiveness derives from the employment of rhetorical 
practices, which reflect social practices within the discourse community (see Section 3.2), so 
an academic speaker would realise Step 1a - Listener orientation because he/she is required to 
in order to be persuasive, and not because he is/she wants to be persuasive per se. By contrast, 
the non-academic discourse community is not so regulatory and, even if it has established 
practices, these are not so strict that the success of the speech largely depends on their 
adoption. Furthermore, the speaker knows that the audience does not take part in the 
conference because they are required to by the social practices of the discourse community as 
happens for the academic discourse community (see Section 3.3). In fact, they are there 
because they are interested in the topic or the speaker of the CP himself/herself (see Section 
3.3), which further proves the non-regulatory nature of the non-academic discourse 
community. 
The second most recurrent move is Step 2a - Announce topic of Move A which occurred in 
all cases except case study 4. In one case - case study 3 - the speaker described the topic in a 
more detailed way without announcing it, because the chairperson had already done it. The 
only time the step does not occur is in case study 4 and it is probably due to the specific 
nature of the speaker and the context. The fact that this speech was given by a politician 
invited at a conference of the Trade Union probably affects both the content and the structure 
of the speech, which builds a very complex network of arguments before introducing the real 
message the speaker wants to get across (see Section 4.4); as explained in section 4.4, in this 
case, the term ‘topic’ is unsuitable for the speech and I would rather talk about ‘message’ 
which is precisely the probable reason why Step 2a - Announce topic does not occur here. 
When it does occur, however, in the majority of the cases, it is introduced with the structure ‘I 
+ modal or verbal structure expressing intention’, as in ‘I do wanna talk about’ - case study 1 
(Appendix 13: Case study 1. Transcription: Line 63) - ‘what I’d like to do today’ - case study 
2 (Appendix 14: Case study 2. Transcription: Line 16) - or ‘I’m here today to share with you’ 
- case study 5 (Appendix 17: Case study 5. Transcription: Line 25). 
Step 2b - Outline structure/Indicate scope of Move A is almost as frequent as Step 2a, as it 
occurred in all cases except case studies 4 and 5. As is the case for academic CP 
introductions, the structure outline is rarely explicit (Rowley-Jolivet and Carter-Thomas 2005: 
53), yet in the academic context it could be, because the structure of an academic CP is clear 
and logical - as it is necessary to present data - so much so, that it has been possible to 
identify its moves (e.g. Dubois 1980b). By contrast, non-academic CP’s are not used to 
present new findings, so their structure is more focused on the content rather than a series of 
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passages one needs to present scientific results. And, as expected, when the structure was 
outlined by the speakers in the non-academic studies, it was a list of the sub-topics the 
speaker would cover in his/her CP. 
The only occurring step of Move B - Contextualising the topic is Step 1a - Conference 
context, even though in the academic context it is used with a slightly different meaning than 
in the non-academic context. In academic discourse, references to other CP’s given during the 
conference are aimed at justifying the content of the speech as well as avoiding repetitions of 
concepts (Rowley-Jolivet and Carter-Thomas 2005: 53). In the case studies such references 
were exploited to realise Step 1a - Listener orientation of Move A, instead. In case study 1, 
references to previous speeches were used in three different ways: to make funny remarks, as 
in ‘I’ve never been compared to a fish err [laugh] but I’ll think about that and try to … 
integrate that into what I … err what I have to say’ (Appendix 13: Case study 1. 
Transcription: Lines 2-3); to create the speaker’s persona, as in ‘I probably will stir the pot’ 
(Appendix 13: Case study 1. Transcription: Line 5); and to justify the speaker’s presence as 
such, as in ‘The Dean kindly referred to my radio program (…)’ (Appendix 13: Case study 1. 
Transcription: Line 45). In case study 2 references to previous speeches were made to 
introduce a personal anecdote, as in ‘you didn’t tell them, but as an undergraduate I went to 
err to Radcliffe which eventually became Harvard.’ (Appendix 14: Case study 1. 
Transcription: Lines 2-3). 
Moving on to Move C - Research rationale, it cannot be said that it occurred, yet there 
were some elements in two case studies - case studies 1 and 3 - which resembled three 
particular features: the Motivation category in general, Step 1b - Relevance/Centrality/Need, 
and Step 2b - Preview results or solutions. In case study 1, the speaker talks about the reason 
why he started to give speeches such as the one he is delivering, thus emphasising the 
relevance of the speech itself as well as of the issues discussed (Appendix 13: Case study 1. 
Transcription: Lines 13-17), which is indeed the purpose of the Motivation category of Move 
C (Rowley-Jolivet and Carter-Thomas 2005: 54). Furthermore, still in case study 1, the 
speaker anticipates the point he will try to make during the whole speech through 
argumentation (Appendix 13: Case study 1. Transcription: Lines 56-57), thus recalling Step 
2b - Preview results or solutions. I believe that the presence of elements similar to some steps 
of Move C in this introduction is due to the fact that the speaker is an academic, so in 
preparing this speech, he might have been influenced by the structure of the academic CP. As 
for case study 3, the speaker limits himself to stating that the topic is relevant without 
developing further the idea (Appendix 15: Case study 3. Transcription: Lines 1-3), thus 
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hinting at Step 1b - Relevance/Centrality/Need. 
 
In three case studies there was an element which cannot be traced back to any particular 
move of the Rowley-Jolivet and Carter-Thomas’ (2005) model, but which I find quite 
interesting because it is connected to the figure of the speaker in the non-academic context. In 
Section 3.3 I suggested that the deliverer of a non-academic CP had to be an authority of 
some kind, and indeed in three case studies I found evidence for this. Three speakers out of 
five - case studies 1, 2, and 4 - felt the need to stress the legitimacy of their presence in that 
context: in case study 1 the speaker states that he will say controversial things by borrowing 
the expression ‘to stir the pot’ (Appendix 13: Case study 1. Transcription: Line 5, 13) from 
one of the organisers of the event, who had said that Webster University had organised that 
conference and had invited those speakers in order to make people think by exposing them to 
controversial opinions. In case study 2, the speaker seems to be promoting the organising 
University as if to claim that she belongs there and therefore has right and cause to be giving 
that speech (Appendix 13: Case study 1. Transcription: Lines 2, 8-11, 13-14). In case study 4, 
the self-projected authoritativeness is more evident than ever because the speaker finds 
himself before an audience belonging to the same discourse community (see Appendix 10: 
Case study 4. Conference description). Hence, to be accepted, and to make sure his speech is 
successful, he has to adopt the community’s rhetorical conventions as well as embrace their 
ideas, and, indeed, that is what he does by adjusting his direct address to the traditional 
‘sisters and brothers’ and by stating explicitly that he, too, belongs to their community. 
A final remark: as predicted at the beginning of this chapter, Step 1b - Acknowledgements 
of Move A - Setting up the framework, Step 1b - General research context of Move B - 
Contextualising the topic and Move C - Research Rationale do not occur in non-academic CP 
introductions, or at least not in a prominent way. 
 
Table 9 (below on the following page) shows the occurrence in the case studies of the 
moves and steps of Rowley-Jolivet and Carter-Thomas’ (2005) model. Because of the 
importance of Step 1a - Listener orientation, as discussed at the beginning of this section, I 
decided to add its specific realisations, which were mentioned by Rowley-Jolivet and Carter-
Thomas (2005) in the description of the step, but not considered as real sub-steps (cf. Rowley-




Table 9: Occurrence of moves in the case studies (CS’s) 
 CS1 CS2 CS3 CS4 CS5 


















PERSONA X     
JOKES/FUNNY REMARKS X     
PERSONAL ANECDOTE  X  X X 
DIRECT ADDRESS TO CHAIRPERSON  X  X  
DIRECT ADDRESS TO AUDIENCE  X  X X 
1b - Acknowledgements      
Discourse 
framework 
2a - Announce topic X X X  X 
2b - Outline structure/Indicate scope X X X   
MOVE B - Contextualising the Topic 
 
1a - Conference context X X    
1b - General research context      
MOVE C - Research Rationale 
Motivation 
1a - Problems/Gaps/Counter-claims      
1b - Relevance/Centrality/Need X  X   
1c - Continuation of previous work      
Response 
2a - Question-raising/Hypotheses      
2b - Preview results or solutions X     
3 - Outline research goal      
 
4.6.2 - Suggestion of a non-academic CP introduction move model 
Based on the case study data (Table 9 above on this page) it is evident that non-academic 
CP introductions do not follow the same move structure as academic CP introductions, even 
though they bear some resemblance to it. If I were to suggest a new move model inspired by 
Rowley-Jolivet and Carter-Thomas’ (2005) and based on the data retrieved from the case 
study analyses carried out in this work, it could not be considered as the structure potential of 
the genre - Hasan’s GSP (see Section 3.3) - because the data is restricted to 5 case studies and 
it does not “exhaust the possibilities of text structure for every text” (Halliday and Hasan 
1989: 64). However, it would be useful anyway because it could function as a starting point 
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for further studies, as will be explained in Section 4.6.4. So the move model of non-academic 
CP introductions would be structured as follows (see also Table 10 at the end of this section). 
 
Borrowing Rowley-Jolivet and Carter-Thomas’ (2005) move names, I would call the first 
move Move A - Listener orientation, which would serve the purpose of making contact with 
the audience and engaging them from the very beginning. As discussed at the beginning of 
Section 4.6.1, it emerges from data that engaging the audience is essential in non-academic 
CP introductions and that this could be accomplished in different - sometimes concurrent - 
ways. So I would add these different ways as steps, to be precise I would list as steps those 
move realisations suggested by Rowley-Jolivet and Carter-Thomas (2005: 52) which occurred 
in the case studies analysed here (see Table 9 above on the previous page), namely: Thanking, 
which occurred in all case studies except case study 5; Personal anecdote/persona, as in all 
case studies except case study 3; Jokes/funny remarks, which occurred in case study 1; Direct 
address to chairperson, which occurred in case studies 2 and 4; and Direct address to 
audience, as in case studies 2, 4, and 5. I would add a further step, i.e. References to other 
speeches, which in Rowley-Jolivet and Carter-Thomas’ (2005) model would coincide with 
Step 1a - Conference context of Move B - Contextualising the topic. I would think of it as a 
step of Move A of my model because, as discussed in Section 4.6.1, all references to previous 
speeches are exploited by the speaker to engage the audience - as in case studies 1 and 2 - so 
it would make more sense to consider it as another possible move realisation. 
For the second move of my model I would adapt Rowley-Jolivet and Carter-Thomas’ 
(2005) concept of ‘discourse framework’ to describe a move which focuses on the content of 
the CP as well as on the CP itself as a communicative event. So Move B - Discourse 
framework would be realised through two interchangeable and combinable steps, Announce 
topic, like Step 2a of Move A in Rowley-Jolivet and Carter-Thomas’ (2005) model, and 
Outline sub-topics/structural intentions, which is inspired by Rowley-Jolivet and Carter-
Thomas’ (2005) Step 2b - Outline structure/Indicate scope of Move A. The reason for this 
latter step is hinted at in Section 4.6.1, i.e. the structure of non-academic CP’s is rarely very 
clear because it is based on the content presented in the speech, so it would make more sense 
to talk about ‘sub-topics’ than ‘passages of the structure’. Furthermore, in one of the case 
studies - case study 2 - the speaker shared with the audience her intention to divide their 
contributions into two parts, one dedicated to the speech and the other one dedicated to a 
discussion with the audience themselves (see Table 5 on page 38). That is why I also included 
‘structural intentions’ in the name of the step. 
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I would call the last move Move C - Authority claim, whose purpose would be to justify 
the speaker’s presence to the conference - through the step Relevance of speaker - and/or to 
prove the relevance of the chosen topic - by means of the step Relevance of topic. I would 
make this move optional for two reasons. The first one is merely a matter of occurrence, since 
it was only two speakers - case studies 1 and 3 - who stressed the relevance of the topic their 
CP’s dealt with. The second reason is based on Hasan’s (Halliday and Hasan 1989) definition 
of ‘optional elements’, which “do not occur randomly, [but rather] their optionality arises 
from the fact that their occurrence is predicted by some attribute of a CC that is non-defining 
for the CC and to the text type embedded in that CC” (Halliday and Hasan 1989: 62). I 
believe the optionality of this move derives from the fact that within the wider ‘non-academic 
context’ there are ‘non-academic sub-contexts’, each of which influences the deliverer and 
hence the structure of the text in a different yet non-defining way. For instance, in case study 
4 (see Sections 4.4, 4.4.1, and 4.6.1), the speaker addresses a very cohesive discourse 
community having established discourse and social practices, and therefore he probably feels 
the pressure which derives from that as well as the consequent need to explicitly justify 
himself as deserving of being there. While in contexts such as that of case study 5, where the 
audience does not form a close-knit discourse community, the speaker does not justify his 
presence in an explicit way because he does not feel pressured to. 
Concerning the sequence of the moves, I would say that Move A tends to precede Move B, 
although the moves and/or steps are often realised concurrently, or elements of Move B or 
Move C are embedded in Move A. This would be further evidence for the fact that, as already 
stated in Section 4.6.1, Move A seems to be the most important, or even the defining move of 
the genre. But while the obligatory nature of Move A is undoubted, some concerns might be 
raised about Move B’s, because this latter does not seem to be an independent move, since it 
is sometimes realised through elements embedded in Move A - as already observed. However, 
I would argue that Move B is an obligatory element of the model for two reasons. First, 
random occurrence of an element does not define its optionality (Halliday and Hasan 1989: 
62). Second, Move B did not occur in only one case study (case study 4), and, even though it 
did not occur because of the specific context of the speech (the CP was given in the context of 
the Trade Union Congress) (see Section 4.6.1) and could therefore be considered as optional - 
as suggested in the previous paragraph, the context of case study 4 is a ‘non-academic sub-
context’ which influences the structure of the text in a non-defining way - its occurrence rate 
is frequent enough to make it an obligatory move. 
The model of move structure that I propose for non-academic CP introductions is shown 
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in Table 10 (below on this page). 
 
Table 10: Non-academic CP introduction move model 
MOVE A (obligatory) - Listener orientation 
 Step 1a - Thanking 
and/or Step 1b - Personal anecdote/persona 
and/or Step 1c - Jokes/funny remarks 
and/or Step 1d - Direct address to chairperson 
and/or Step 1e - Direct address to audience 
and/or Step 1f - References to other speeches 
MOVE B - Discourse framework 
 Step 1a - Announce topic 
and/or Step 1b - Outline sub-topics/structural intentions 
MOVE C - Authority claim (optional) 
 Step 1a - Relevance of topic 
and/or Step 1b - Relevance of speaker 
 
As stressed more than once, Five case studies do not offer a high degree of certainty, so 
this move model is temporary and open to rejection and/or confirmation as well as 
adjustments. 
 
4.6.3 - Revised definition of the non-academic CP introduction as a genre 
In Section 3.4 I attempted to define the non-academic CP introduction as a genre using 
Swales criteria as a starting point to make assumptions. Thanks to the case studies those 
assumptions can be now confirmed or rejected, even if the degree of certainty is not high, as 
already mentioned before. 
The non academic CP introduction is a genre because it occurs every time at the 
beginning of a non-academic CP (see Section 4.6.1), thus constituting a class; however, given 
the nature of this study, I would like to include the possibility of a few exceptions because 
five case studies are not enough to make general statements in these terms. The purpose of the 
non-academic CP introduction is to introduce the speaker, the CP, and its topic, but above all 
to engage the audience (see Sections 4.6.1 and 4.6.2). As a result, the language and the 
content of the genre are quite informal and simple, as is the syntax. 
As far as the structure of the non-academic CP introduction is concerned, there are a 
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couple of remarks to be made. On the one hand, given that the structure of non-academic CP 
introductions is not always fixed, but shows a series of repeated moves and steps (see Section 
4.6.2), and that these differ from the moves of academic CP introductions, the academic CP 
introduction and the non-academic CP introduction do not share a move structure. As 
different structures correspond to different genres (see Section 3.5), it could be said that the 
non-academic CP introduction and the academic CP introduction are not the same genre. 
On the other hand, it is also true that academic and non-academic CP introductions do 
bear some resemblance. For instance, they share the communicative purposes of introducing 
the CP and the speaker, and of addressing the audience (see Section 3.4). Furthermore, their 
structures have some elements in common, as discussed throughout Sections 4.6.1 and 4.6.2. 
So I would suggest that the academic CP introduction and the non-academic CP introduction 
are two representations in delicacy of the same genre (cf. Halliday and Hasan 1989: 108), as 
“genres can vary in delicacy in the same way as contexts can” (Halliday and Hasan 1989: 
108) and the two kinds of introductions occur in two different contexts (see Section 3.3). In 
Swalesian terms (cf. 1990: 52) this means that the academic CP introduction and the non-
academic CP introduction could be different examples of the same genre, which have 
different degrees of prototypicality. 
Since the introduction is just a part of something bigger, namely the CP, one could even 
go as far as to argue that the CP itself is a ‘super-genre’ (as in Bhatia 2004: 57), which 
encompasses the two different - yet similar - ‘sub-genres’ (as in Bhatia 2004: 57) of the 
academic CP and the non-academic CP. 
This logic also applies to the non-academic introductions themselves, by which I mean 
that, as I suggested in Section 3.3, the non-academic CP can be used by different non-
academic discourse communities. As pointed out in Section 4.6.1, in certain case studies, the 
context - which is created by the discourse community among other elements - was so 
peculiar that it influenced the speaker and, as a consequence, the structure of his/her CP 
introductions (in Section 4.6.2 I gave the example of case study 4, in whose context the 
speaker feels the need to justify his presence before the audience, thus creating a move for 
that purpose). So it would seem that the non-academic context in which the non-academic CP 
introduction occurs (see Section 3.3) is diversified and that different ‘sub-contexts’ - as 
already argued in Section 4.6.2 - can be identified. These ‘sub-contexts’ generate slight 
differences in the structure of the CP introductions created within them, therefore they are 
different representations in delicacy of the same context (cf. Halliday and Hasan 1989: 108), 
namely the non-academic context. The differences in structure are, as already said, slight, so 
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they are not so prominent to constitute different individual genres and it could be said that 
within the ‘sub-genre’ of the non-academic CP introduction there are specific variations in 
delicacy, whose peculiarity and structure are determined by the non-academic ‘sub-contexts’ 
in which they occur.  
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5 - Practical and general conclusions 
Simultaneous interpretation (henceforth referred to as SI) occurs in many places, one of 
which is the conference setting. In such occasions the interpreter is considered as one of the 
participants in the communicative event (Pöchhacker 1991, in Russo 1999: 94), alongside 
with the “initiators of the interpreting acts (Translation-Initiator), clients (Besteller or 
Aufraggeber), sometimes operating through Professional Conference Organisers, 
speakers/delegates (Ausgangstexter) and recipients” (Pöchhacker 1995, in Garzone 2002: 
116). When the speaker and the audience do not speak the same language, the interpreter 
enables the latter to understand the communicative intentions of the former by translating the 
text almost simultaneously (Russo 1999: 95), i.e. the interpreter translates the speech out loud 
in the target language while listening to it in the source language, usually with a time lag 
called décalage. The operations involved in this process, however, are far more complicated 
than this: when the interpreter listens to a sentence, he/she places it in its context, then 
conceptualises its meaning while concurrently saying out loud its translation and listening to 
the following sentence as well as checking that his/her output is grammatically and content-
wise correct (Lederer 1997: 137). So, while doing his/her job, the interpreter needs to strike a 
balance among three concurrent non-automatic cognitive processes, which Gile (2009: 160) 
refers to as “interpreting efforts”. The first one is the listening and analysis effort, which 
consists of all those operations aiming at the comprehension of the meaning of the speaker’s 
utterance (Gile 2009: 160). The second one is the production effort, which includes all those 
processes from the mental representation of the message to the utterance of the translation and 
monitoring of the output (Gile 2009: 163). The third one is the memory effort, involving 
mainly short-term memory operations (Gile 2009: 165). If the processing capacity 
requirements for the three efforts exceed the capacity available, or if one effort requires more 
processing capacity than the others thus creating a resource distribution imbalance, then 
problems arise (Riccardi 1999: 165-166; Gile 2009: 170). To avoid them and a consequent 
bad performance, there are a number of strategies interpreters can employ, one of which is 
anticipation. 
Anticipation is essential in SI (Kalina 1992: 254), so it has been widely studied (e.g. 
Lederer 1981; Chernov 1994, 2004; Seleskovitch 1997; Van Biesen 1999; Vandepitte 2001 
Bartlomiejczyk 2008; Gile 2009); it is traditionally defined as the interpreter’s production of a 
word or a string of words before the speaker has uttered the corresponding word or string of 
words. Researchers have made several distinctions and identified different types of 
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anticipation. On the one hand, Bartlomiejczyk (2008) describes three approaches adopted, 
which lead to three different definitions of anticipation. The first definition describes what 
occurs “when the target language counterpart of a source language segment is produced 
before the source language segment is uttered” (Bartlomiejczyk 2008: 117). The second 
definition is described as the interpreter’s “general ability to predict a plausible continuation 
of the source language speech” (Bartlomiejczyk 2008: 118). The third one is referred to as 
“general anticipation” (Bartlomiejczyk 2008: 118), in which the interpreter builds up 
expectations about a text, which will then be discarded or confirmed. On the other hand, 
Vandepitte (2001: 325) classifies anticipations on the basis of the information needed to 
produce them. First, there is Lederer’s (1981: 256) linguistic anticipation, which is based on 
language prediction deriving from information retrieved from long-term memory. Second, 
there is also Lederer’s (1981: 256) cognitive anticipation, based on cognitive memory and 
sense expectations deriving from pragmatic and extra-linguistic information, rather than 
linguistic knowledge (Vandepitte 2001: 325). Lederer (1981, in Vandepitte 2001: 325), too, 
classifies anticipations. By drawing another distinction based on the ear-voice span, she 
distinguishes between “anticipation proper and freewheeling” anticipation (Vandepitte 2001: 
325); in the former the interpreter’s utterance precedes the corresponding speaker’s, while in 
the latter both come at the same time.  
Perhaps, however, the most interesting type of anticipation in the context of this study is 
Goodale’s (1987, in Vandepitte 2001: 325) “ritual anticipation”, used “to produce clichés for 
greetings, farewells, expressions of thanks, approval and disapproval” (Goodale 1987, in 
Vandepitte 2001: 325). It is made possible by situational and general knowledge as well as by 
the interpreter’s ability to activate certain schemas, as Bartlett (1932, in Riccardi 1999: 167) 
calls them, linked to the communicative event and the kind of text he/she is interpreting 
(Riccardi 1999: 167). Thanks to this ability the interpreter can recognise certain text types, 
conference kinds as well as recurrent elements at the beginning or end of a speech - e.g. 
greeting and thanking formulas - thus being able to reproduce them automatically in the target 
language (Riccardi 1999: 169). This kind of anticipation reduces both the uncertainty and the 
cognitive effort for the task of translating, so that “more capacity is left for tasks which 
require it, and risks of saturation can be reduced” (Gile 2009: 175). 
So far interpreters have acquired this ability through the repeated experience of the same 
text type (Riccardi 1999: 172) and here is where move analysis - and move models in 
particular - fit into this context: a move model could be a useful shortcut to the aware 
acquisition of those pragmatic competences interpreters develop unknowingly with 
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experience. On a surface level, knowing the move structure of a text genre could help the 
interpreter both in terms of general anticipation and ritual anticipation. First, even though 
exceptions are always possible (Dudley-Evans 2000: 6), being aware of the probable structure 
of a specific genre, before having to interpret a text belonging to it, enables the interpreter to 
build up expectations about the text itself. Of course, as the text unfolds those expectations 
will either be confirmed or rejected, but having some sort of starting point helps reduce at 
least some of the uncertainty linked to SI. Second, the moves in a move structure are 
identified through the analysis of the language in the text, so an interpreter could retrieve 
linguistic expressions starting from the moves or steps they realise. For instance, the step 
Thanking (see Table 10 on page 55) can be realised with many different yet standard 
formulations, from which the interpreter could choose and memorise some in order to use 
them in an automatic way while interpreting. This principle does not apply to all moves, of 
course, because such moves as Personal anecdote (see Table 10 on page 55) do not have 
standardised ways of expression. On a deeper level, genre analysis accounts for “private 
intentions of the author, in addition to socially recognised communicative purposes” (Bhatia 
2002: 5). Therefore, behind every move lies a communicative intent, and knowing that, as 
well as what that intent is, even if it can be complicated and requires a deeper analysis of 
genres and moves, can come in handy during SI, because the interpreter also has to convey 
the speaker’s communicative intentions (Viezzi 1999: 143). Admittedly, this latter use of 
genre and move analysis is not very practical, because it would require time an interpreter 
seldom has, since more often than not he/she is hired for a job not long before the event itself 
and he/she must prepare in many other different ways, too - e.g. by writing glossaries (Gile 
2009: 147) and gathering information about the event (Gile 2009: 148). 
As for the non-academic CP introduction move model proposed in Section 4.6.2 (see 
Table 10 on page 55), it can be useful not only for the reasons listed above. The interpreter is 
not only a linguistic and cultural mediator, but also someone who communicates (Rucci 1999: 
152), so the quality of his/her performance, even in the conference context (cf. Viezzi 1999), 
also depends on his/her communicative competences. Rucci (1999) refers to the interpreter as 
someone who communicates only in the context of consecutive interpreting (henceforth 
referred to as CI), but I believe that some of the elements he points out, and which make a 
delivery successful, can be applied to SI, too. Even if the simultaneous interpreter is not as 
physically exposed to the audience as the consecutive interpreter is (Rucci 1999: 153), he/she 
is speaking to an audience nonetheless, so he/she needs public speaking skills, too. Elements 
such as a steady and convincing voice, lack of filled pauses, and never leaving a sentence 
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unfinished (Rucci 1999: 154) are just as important in CI as in SI. The interpreter, after all, 
must convey the idea he/she is confident and in control of the text so to make the audience 
trust him/her, and, being in the booth, the simultaneous interpreter has no other way to do it 
than through his voice. Interpreters are usually good at not letting nervousness emerge in their 
voice, but there is no doubt that the uncertainty which causes that anxiety can be reduced by 
having more information about the text one is translating. Some of this information can be 
acquired thanks to the study of move models, as already stated above. This, however, is truer 
than ever in the case of introduction move models. The introduction is the first part of the 
speech, through which the speaker makes contact with the audience; and so does the 
interpreter. First impressions do matter, so it is of paramount importance that the interpreter 
conveys a self-assured attitude from the very start, to avoid jeopardising the trust relationship 
between himself/herself and the audience. If an interpreter is aware of what is going to be said 
in the text in terms of general moves, he can be ready to confirm or reject his/her expectations 
and as a result, he/she can convey his/her certainty to the audience through his voice from the 
beginning. 
Of course the study of move models alone cannot replace all the other preparation 
strategies needed to acquire all the necessary information for a good performance, but it can 
be considered, in my opinion, another useful preparation strategy to take into account. 
 
5.1 - Concluding remarks 
Many of the studies on CP’s focus on the academic context only. In this work I have set 
out to investigate the non-academic context to determine whether there are differences 
between the academic and non-academic CP as genres, with particular regard to their 
introductions. 
The academic context, which consists of academic discourse, is moulded by the academic 
discourse community and its peculiar social practices; and it is for this very reason that the 
academic context is different from the non-academic one. Since they occur in different 
contexts, the same holds true for academic and non-academic CP’s - and, as a consequence, 
for their introductions. However, since academic and non-academic introductions share some 
resemblance and are part of academic and non-academic CP’s, respectively, the CP could be 
considered as a ‘super-genre’, which includes the academic and the non-academic CP as ‘sub-
genres’. It could also be said that the non-academic CP itself encompasses different variations 




So, at this point, I believe there are two ways in which the move model suggested in this 
work could be applied to further studies. First, a corpus-based study where the corpus is 
representative of only one of the non-academic CP ‘sub-genres’ and which is aimed at finding 
out whether the move model suggested in this work reflects the structure of the introduction 
of that ‘sub-genre’, too. Second, a corpus-based study which focuses on more than one ‘sub-
genre’ and whose aim is to verify the applicability to the’ super-genre’ of the move model 
suggested here, as well as to further prove that, indeed, the non-academic CP is a ‘super-
genre’ with different ‘sub-genres’. 
Even though this work is only a stepping stone towards the definition of a move model 
which represents non-academic CP introductions, I believe it can be a useful starting-point 
nonetheless, all the more so because move models are not only useful to ESP students, but 




List of references 
Bartlett, F. (1932) Remembering: A Study in Experimental and Social Psychology. 
Cambridge: Cambridge University Press. 
Bartlomiejczyk, M. (2008) ‘Anticipation: A controversial interpreting strategy’, Translation 
and Meaning Part 8: 118-126. 
Barton, D. (1994) Literacy: An Introduction to the Ecology of Written language. Oxford: 
Blackwell. 
Becher, T. (1981) ‘Towards a definition of disciplinary cultures’, Studies in Higher Education 
6/2: 109-122. 
Becher, T. (1989) Academic tribes and territories: intellectual inquiry and the cultures of 
disciplines. Milton Keynes: Society for Research into Higher Education and Open 
University Press. 
Beebe, S. A. and S. J. Beebe (2012) Public Speaking Handbook (4th Edition). Boston: Allyn 
& Bacon. 
Berkenkotter, C. ,T. Huckin & J. Acketman (1988) ‘Conventions, conversations and the 
writer: case study of a student in a Rhetoric Ph.D. program’, Research in the 
teaching of English 22/1: 9-44. 
Bex, T. (1996) Variety in written English: texts in society: societies in texts. London: 
Routledge. 
Bhatia, V. K. (1993) Analysing Genre: Language Use in Professional Settings. London: 
Longman. 
Bhatia, V. K. (2002a) ‘A generic view of academic discourse’. In J. Flowerdew (Ed.), 
Academic Discourse. London: Longman. 21-39. 
Bhatia, V. K. (2002b) ‘Applied genre analysis: a multi-perspective model’, Ibérica 4: 3-19. 
Bhatia, V. K. (2004) Worlds of Written Discourse. A Genre-based View. London / New York: 
Continuum. 
Biber, C. (1993) ‘Representativeness in Corpus Design’, Literary and Linguistic Computing 
8/4: 243-257. 
Bizzell, P. (1992) Academic discourse and critical consciousness. Pittsburgh: University of 
Pittsburgh Press. 
Burgess, S. (2002). ‘Packed houses and intimate gatherings: Audience and rhetorical 
structure’. In J. Flowerdew (Ed.), Academic Discourse. London: Longman. 196-215. 
Carter-Thomas, S. and E. Rowley-Jolivet (2003) ‘Analysing the scientific conference 
64 
 
presentation (CP), A methodological overview of a multimodal genre’, ASp 39-40: 
59-72. 
Charles, E. and E. Ventola (2002) ‘A multi-semiotic genre: The conference slide-show’. In E. 
Ventola, C. Shalom, & S. Thompson (Eds.), The language of conferencing. Frankfurt 
am Main: Peter Lang. 169-210. 
Chernov, G. V. (1994) ‘Message redundancy and message anticipation in simultaneous 
interpretation’. In S. Lambert and B. Moser-Mercer (Eds.), Bridging the Gap. 
Empirical research in simultaneous interpretation. Philadelphia / Amsterdam: John 
Benjamins. 139-153. 
Chernov, G. V. (2004) Inference and Anticipation in Simultaneous Interpreting. Philadelphia 
/ Amsterdam: John Benjamins. 
Chin, E. (1994) ‘Redefining ‘context’ in research on writing’, Written Communication 11: 
445-482. 
Cooper, M. M. (1989) ‘Why are we talking about discourse communities? Or, 
foundationalism rears its ugly head once more’. In M. M. Cooper and M. Holzman 
(Eds.), Writing as social action. Portsmouth, New Hampshire: Boyton/Cook. 203-
220. 
Diani, G. (2015) ‘Visual Communication in Applied Linguistics Conference Presentations’. 
In B.C. Camiciottoli and I. Fortanet-Gómez (Eds.), Multimodal Analysis in Academic 
Settings. From Research To Teaching. London / New York: Routledge (Taylor and 
Francis). 108-130. 
Dubois, B. L. (1980a) ‘The Use of Slides in Biomedical Speeches’, English for Specific 
Purposes 1/1: 45-50. 
Dubois, B. L. (1980b) ‘Genre and structure in Biomedical Speeches’, Forum Linguisticum 
5/2: 140-169. 
Dudley-Evans, T. (2000) ‘Genre analysis: a key to a theory of ESP’, Ibérica 2: 3-11. 
Durfee, N. F., T. M. Welsh & J. Dunn (2012) ‘Trends in IADMS Conference Presentations’, 
Journal of Dance Medicine & Science 8/3: 82-88. 
Encyclopædia Britannica Online, s. v. "progeria”, 
http://www.britannica.com/science/progeria. Last accessed 20/02/2016. 
Fish, S. (1989) Doing what comes naturally. Oxford: Oxford University Press. 
Fortanet, I (2005) ‘Honoris Causa speeches: an approach to structure’, Discourse Studies, 7/1: 
31-51. 
Foucault, M. (1972) The archaeology of knowledge. London: Travistock Publications. 
65 
 
Frobert-Adamo, M. (2002) ‘Humour in oral presentations: what’s the joke?’. In E. Ventola, C. 
Shalom, & S. Thompson (Eds.), The language of conferencing. Frankfurt am Main: 
Peter Lang. 211-226. 
Garzone, G. (2002) ‘Quality and norms in interpretation’. In G. Garzone and M. Viezzi 
Interpreting in the 21st century. Amsterdam / Philadelphia: John Benjamins. 107-120. 
Geertz, C. (1983). Local knowledge: further essays in interpretive anthropology. New York: 
Basic Books. 
Gile, D. (2009) Basic Concepts and Models for Interpreter and Translator training (Revised 
edition). Amsterdam / Philadelphia: John Benjamins. 
Goodale, M. (1987) The Language of Meetings. Language Teaching Publication. Commercial 
Colour Press. 
Griffiths, F. J. (1935) Speech Making. London: Oxford University Press. 
Halliday, M.A.K and R. Hasan (1989), Language, context and text: aspects of language in a 
social-semiotic perspective. 2nd ed. Oxford: Oxford University Press. 
Harris, J. (1989) ‘The idea of a discourse community in the study of writing’, College 
Composition and Communication 40: 11-22. 
Heino, A., E. Tervonen & J. Tommola (2002) 'Metadiscourse in academic conference 
presentations’. In E. Ventola, C. Shalom, & S. Thompson (Eds.), The language of 
conferencing. Frankfurt am Main: Peter Lang. 127-146. 
Herzberg, B. (1986) The politics of discourse communities. Paper presented at the CCC 
Convention, New Orleans, La, March, 1986. 
Hood, S. and G. Forey (2005) ‘Introducing a conference paper: Getting interpersonal with 
your audience’, Journal of English for Academic Purposes, 4: 291-306. 
Hyland, K. (2000). Disciplinary Discourses: Social Interactions in Academic Writing. 
London: Longman. 
Hymes, D. (1974). Foundations in Sociolinguistics. An Ethnographic Approach. Philadelphia: 
University of Pennsylvania Press. 
Ivanic, R. and J. Simpson (1992) ‘Who’s who in academic writing?’. In N. Fairclough (Ed.), 
Critical language awareness. London: Longman. 96-110. 
Jolliffee, D. A. and E. M. Brier (1988) ‘Studying writers’ knowledge in academic disciplines’. 
In D. A. Jolliffee (Ed.), Advances in writing research. Vol. 2. Writing in academic 
disciplines. Norwood, NJ: Ablex. 35-89. 
Jurado, J.V. (2015) ‘A Multimodal Approach to Persuasion in Conference Presentations’. In 
B.C. Camiciottoli and I. Fortanet-Gómez (Eds.), Multimodal Analysis in Academic 
66 
 
Settings. From Research To Teaching. London / New York: Routledge (Taylor & 
Francis). 108-130. 
Kalina, S. (1992) ‘Discourse processing and interpreting strategies. An approach to the 
teaching of interpreting’. In C. Dollerup & A. Loddegaard (Eds.), Teaching 
Translation and Interpreting. Amsterdam / Philadelphia: John Benjamins 
Killingsworth, M. J. (1992) ‘Discourse Communities. Local and Global’, Rhetoric Review 
11/1: 110-122. 
Kuhn, T. S. (1970) The Structure of Scientific Revolutions. 2nd ed. Chicago: The University 
of Chicago Press. 
Lave, J. And E. Wenger (1991) Situated learning: legitimate peripheral participation. 
Cambridge: Cambridge University Press. 
Lederer, M. (1981) La traduction simultanée. Experience et théorie. Paris: Minard 
Lederer, M. (1997) ‘La traduction simultanée’. In D. Seleskovitch and M. Lederer (Eds.) 
Interpréter pour traduire (3ème édition). Paris: Didier. 136-162. 
MacDonald, S. P. (1994) Professional academic writing in the humanities and social 
sciences. Carbondale: Southern Illinois University Press. 
Miller, C. R. (1994) ‘The cultural basis of genre‘. In A. Freedman and P. Medway (Eds.), 
Genre and the new rhetoric. London: Taylor & Francis. 67-78. 
Milroy, L. (1987) Language and Social Networks. 2nd ed. Oxford: Blackwell. 
Myers, G. (1989) ‘The pragmatics of politeness in scientific articles’, Applied Linguistics 
10/1: 1-35. 
Pöchhacker, F. (1991) ‘Einige Überlegungen zur Theorie des Simultandolmetschens’, 
TextconText 6: 37-54. 
Pöchhacker, F. (1995) ‘“Those who do…”: a profile of research(ers) in interpreting’, Target 
7/1: 47-64. 
Porter, J. (1992) Audience and rhetoric: an archaeological composition of the discourse 
community. Englewoods Cliffs, NJ: Prentice Hall. 
Prior, P. (1998) Writing/Disciplinarity: a sociohistoric account of literate activity in the 
academy. Mahwah, NJ: Erlbaum. 
Querol-Julián, M. and I. Fortanet-Gómez (2014) ‘Evaluation in discussion sessions of 
conference presentations: theoretical foundations for a multimodal analysis’, 
Kalbotyra 66: 77-98. 
Räisänen, C. (2002) ‘The conference forum: a system of interrelated genres and discursive 
practices’. In E. Ventola, C. Shalom, & S. Thompson (Eds.), The language of 
67 
 
conferencing. Frankfurt am Main: Peter Lang. 69-94. 
Riccardi, A. (1999) ‘Interpretazione simultanea: strategie generali e specifiche’. In C. Falbo, 
M. Russo & F. Straniero Sergio (Eds.), Interpretazione simultanea e consecutiva. 
Milano: Hoepli. 161-174. 
Rigley, T. (1996) Making Your Presentation Memorable. Singapore / Kuala Lumpur / Hong 
Kong: Federal Publications. 
Rowley-Jolivet, E. (2002a) ‘Science in the making: scientific conference presentation and the 
construction of facts’. In E. Ventola, C. Shalom, & S. Thompson (Eds.), The 
language of conferencing. Frankfurt am Main: Peter Lang. 95-125. 
Rowley-Jolivet, E. (2002b) ‘Visual discourse in scientific conference papers: A genre-based 
study’, English for Specific Purposes 21: 19-40. 
Rowley-Jolivet, E. and S. Carter-Thomas (2005) 'The rhetoric of conference presentation 
introductions: context, argument and interaction', International Journal of Applied 
Linguistics 15/1: 45-71. 
Rucci, M. (1999) ‘L’interprete e il suo pubblico: abilità comunicative e norme 
deontologiche’. In C. Falbo, M. Russo & F. Straniero Sergio (Eds.), Interpretazione 
simultanea e consecutiva. Milano: Hoepli. 152-157. 
Russel, D. R. (1990) ‘Writing across the curriculum in historical perspective: toward a social 
interpretation’, College English 52/1: 52-73. 
Russo, M. (1999) ‘La conferenza come evento comunicativo’. In C. Falbo, M. Russo & F. 
Straniero Sergio (Eds.), Interpretazione simultanea e consecutiva. Milano: Hoepli. 
89-102. 
Sassen, C. (2012) ‘ASI conference presentations: a content analysis of major topics, 1997–
2012’, The Indexer 30/4: 201-203. 
Seleskovitch, D. (1997) ‘Les anticipations dans la compréhension’. In D. Seleskovitch and M. 
Lederer (Eds.), Interpréter pour traduire (3ème édition). Paris: Didier. 273-283. 
Shalom, C. (1993) ‘Established and evolving spoken research process genres: Plenary lecture 
and poster session discussions at academic conferences’, English for Specific 
Purposes 12/1: 37–50. 
Shalom, C. (2002) ‘The academic conference: a forum for enacting genre knowledge’. In E. 
Ventola, C. Shalom, & S. Thompson (Eds.), The language of conferencing. Frankfurt 
am Main: Peter Lang. 51–68. 
Shriffin, D. (1988) Discourse Markers. Cambridge: Cambridge University Press. 
Sullivan, D. (1996) ‘Displaying disciplinarily’, Written Communication 13/2: 221-250. 
68 
 
Swales, J. M. (1990) Genre Analysis: English in academic and research settings. Cambridge: 
Cambridge University Press. 
TEDa, https://www.ted.com/about/our-organization. Last accessed 20/02/2016. 
TEDb, https://www.ted.com/about/conferences. Last accessed 20/02/2016. 
Thompson, S. E. (1994) ‘Frameworks and contexts: A genre-based approach to analysing 
lecture introductions’, English for Specific Purposes 13/2: 171-186. 
Thompson, S. E. (2003) ‘Text-structuring metadiscourse, intonation and the signalling of 
organisation in academic lectures’, Journal of English for Academic Purposes 2: 5-
20. 
Van Biesen, F. (1999) 'Anticipation in Simultaneous Interpretation', Meta 44/2: 250-259. 
Vandepitte, S. (2001) 'Anticipation in Conference Interpreting: A Cognitive Process’, Revista 
Alicantina de Estudios Ingleses 14: 323-335. 
Vassileva, I. (2002) ‘Speaker-audience interaction: the case of Bulgarians presenting in 
English’. In E. Ventola, C. Shalom, & S. Thompson (Eds.), The language of 
conferencing. Frankfurt am Main: Peter Lang. 255–276. 
Viezzi, M. (1999) ‘Aspetti della qualità nell’interpretazione’. In C. Falbo, M. Russo & F. 
Straniero Sergio (Eds.), Interpretazione simultanea e consecutiva. Milano: Hoepli. 
140-151. 
Webber, P. (2002) ‘The paper is now open for discussion’. In E. Ventola, C. Shalom, & S. 
Thompson (Eds.), The language of conferencing. Frankfurt am Main: Peter Lang. 
227-253. 
Webber, P. (2005) ‘Interactive features in medical conference monologue’, English for 
Specific Purposes 24: 157–181. 
Wilss, W. (1978) ‘Syntactic Anticipation in German-English Simultaneous Interpreting’. In 
D. Gerver and H. W. Sinaiko (Eds.), Language Interpretation and Communication. 





Appendix 1: Transcription conventions 
 
. Full stop: Falling intonation. Finality. 
? Question mark: Rising intonation. 
, Comma: Slight fall and rise in the intonation. Nonfinality. 
- Single dash: Cutoff, stammer. 
AAA Capitals: Heavy stress, emphasis or louder voice. 
err/uh/… Sound spelling: Filled pause. 
… Three dots: Unfilled pause. 
[cough] Square brackets: Laughter, cough, clear throats, etc. 
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Appendix 13: Case study 1. Transcription 
 
Thank you very much, I do really appreciate … Webster University extending this 1 
INVITATION … TO ME … even though … I’ve never before been compared to a fish err 2 
[laugh] but I’ll think about that and try to … integrate that into what I…err what I have to say. 3 
 4 
I probably will stir the pot. I probably will stir the pot but I also … need to say a couple of 5 
preliminary things. As I go along, particularly in the beginning … you may … get uh a touch 6 
… depressed. Maybe a little sad. Maybe worried. I want you to keep in mind however … that 7 
I am JUST the messenger. I am just telling you how this economy works, I am not responsible 8 
for how it works. So if you get upset or angry, PLEASE do not get upset or angry at me. And 9 
that you’ll see as we go along err that that’s an important err situation. 10 
 11 
The other preliminary was occasioned by the … very interesting comment about stirring the 12 
pot. I do stir the pot and I’ve been stirring it most of my adult life … since it became clear to 13 
me that … the economic system in which we live was one that had serious problems and 14 
flaws, that we as a society in general are afraid to confront them … err and therefore not too 15 
very well skilled at overcoming them … and that I wanted to pursue that and talk to people 16 
about it. And what that did was to stir the pot to get the people a little feisty … and that would 17 
occasionally become a little awkward and … I had to face that reality and… choose my words 18 
carefully and ... be as polite and friendly as I knew how. 19 
 20 
But that has all changed in the last 4 years and before I begin I … I want you to know that … 21 
I’m having the time of my life. I am a professor … who was always on the edge in my 22 
criticisms. Barely tolerable … and suddenly, over the last four years, I’m not. I must be 23 
interesting, suddenly. I know it’s not me. Because I’m singing the same basic song that I’ve 24 
sung most of my life. And that’s actually very good news because what it means is that the 25 
AUDIENCE, which is the American people for me most of the time, that’s what’s changed. 26 
 27 
This is April 2014. In the first week of April I am here at Webster University. Next week I go 28 
to Omaha … OMAHA … [laugh] where I am scheduled to speak in 2-the 2 largest churches 29 
IN Omaha. The next week I go to Portland, Maine, where I speak to the University of Maine. 30 
And the next week, there’s only 4 in April … I go to err Providence and Kingstone, Rhode 31 
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Island, to speak both at Brown University and at the University of Rhode Island. They all 32 
want to HEAR what I have to say. And besides the flattering nature of all of this, it is a 33 
professor’s dream. To have students who are not there because they have to satisfy a 34 
requirement … or because they had to take something at four in the afternoon and this was the 35 
only thing other than underwater basket weaving [laugh] … but it’s actually students who-36 
who want to hear. Who want to engage in this material.  37 
 38 
So it is an extraordinary event and for those of you who find what I have to say … interesting, 39 
persuasive … you can take more than a little comfort from knowing … that there are 40 
LITERALLY … hundreds of thousands of people … who share this perspective … in this 41 
country at this time … in a way that I have never seen before in my life … ever, nothing close 42 
to it. 43 
 44 
Last point on this. The Dean kindly referred to my radio program. I started a radio program 3 45 
years ago in New York City … because they wanted to have a program on the economy … 46 
but they didn’t have one. I’d never done a radio program IN MY LIFE. I knew exactly 47 
NOTHING about it. So I started to do this weekly program analyzing the economy. And here 48 
we are, roughly 3 years later … and it’s on 25 stations around the United State. It reaches by 49 
our estimates approximately 750,000 LISTENERS. It includes Tampa, Florida, Huston, 50 
Texas, Los Angeles, San Francisco, Santa Fe, New Mexico, Peoria, Illinois … and Moscow, 51 
no not that one, Idaho. Moscow, Idaho, among other places. 52 
Somebody is awfully interested … and I am very ready to try to be as interesting … in 53 
response as I know how. 54 
 55 
So let me begin by answering my question. The question of this talk. Can democracy cure 56 
capitalism? Well let me give you the good news: I think it can. And I think it will. I’m more 57 
and more persuaded that it is not a question of whether but more a question of when. That can 58 
be a very daunting situation but that’s how I see it. So let me explain. 59 
 60 
TO SAY THAT democracy can cure capitalism means that either capitalism is sick or 61 
capitalism IS a sickness. Which way you go on that depends on YOU, that’s not my job here 62 
to persuade you. But I do wanna talk about American capitalism, particularly over the last 30 63 
or 40 years … and to do a summary with you that I think will convince you that whether 64 
capitalism is itself the problem or whether capitalism is in a … tough place is the-which of 65 
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those is the better way to go. 66 
 67 
SO, LET’S START WITH since 1970s, if I had more time I’ll give you a historical analysis, 68 
which I’m going to try to do for the session tomorrow morning, about how we got into this 69 
situation, about the history of capitalism has been that brings us to this, but I don’t. So I am 70 
going to start in the 1970s when everything changed in the United States in a profound way. 71 
And I will be summary because of the time constraint. First …72 
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Appendix 14: Case study 2. Transcription 
 
Emm I am … thrilled to be with you and thank you so much for inviting me uh here. I have to 1 
tell you, I’ve always had a warm place in my heart for Syracuse, because … you didn’t tell 2 
them, but as an undergraduate I went to err to Radcliffe which eventually became Harvard. 3 
Err my mother could never remain (remember) … the name of the college I went to. [laugh] I 4 
know, truly horrible. She eventually gave me a doormat so I would remember what I went to, 5 
but emm or at least she would. BUT … WHERE I WENT to college they wouldn’t-they 6 
didn’t believe until Larry Summers becoming ... became the President that you could learn 7 
from everything outside the walls of Harvard University, and I actually wanted to go to Italy 8 
and study in Italy, and Syracuse has a TERRIFIC campus there and so when Harvard 9 
wouldn’t allow me to, SYRACUSE did, and for that I’m always grateful. [Applause] Thank 10 
you, thank you, thank you. Err … so … I … err and I used to be able to speak Italian because 11 
of Syracuse, but that was many years ago, so, I can’t … not anymore, but it was really terrific, 12 
you’re-you’re so lucky to go to this fabulous University that has campuses all over the world, 13 
emm… it’s really a great, great gift. 14 
 15 
WHAT I’D LIKE to do today is really … emm … I was … We were thinking about what 16 
would be the topic and thought two different visions of-of what America is, and ... as some of 17 
you can imagine, I’m on one side of the vision. So this is not gonna be, I can’t pretend this is 18 
going to be a balanced...a fair and balanced err err description of what the two visions are, but 19 
I thought it would be interesting to at least talk with you and I see there are students from 20 
abroad and it’d be interesting to see what YOU think and how you feel about two different 21 
visions of really what is the role of government. Err 22 
 23 
I think IN AMERICA we’ve always sort of been ambivalent about what the role of 24 
government is and it comes from our very beginnings, that’s when we had the declaration of 25 
Independence, which was a fight AGAINST government and we were told that each of us 26 
INDIVIDUALLY had the right to life, liberty, and the pursuit of happiness. And at that point 27 
we were really focused on the individual freedom. What happened, as you know, we’ve 28 
won… fought the war, won the war and then-err formed what was called the Articles of 29 
Confederation in which everybody was-go-got to do their own thing, and that worked for 30 
about a couple of years and it was a disaster. 31 
xxvi 
 
Appendix 15: Case study 3. Transcription 
 
Thank you very much for the invitation to come and speak to you here today on a topic which 1 
of course … is particularly interesting in 2015, 2016, 2017 for us err talking from a British 2 
perspective … but also of course, err Europe in general. I think Europe … is at a TURNING 3 
POINT. What I will try to do err in this ... in these … in this lecture really will be to talk about 4 
the British perspective … and try to say that the British perspective in 2015, 16, 17 … is not 5 
particularly NEW, it’s really … a reflection of … err a whole series of considerations about 6 
Europe, which have been err in British minds for the last 30 years, and in that..err in that 7 
perspective I’ll be looking in particular actually at Mrs THATCHER’S, Margaret Thatcher’s 8 
Bruges speech in 1988. 9 
 10 
Let me just make err one or two err introductory comments then. We’re talking about Brexit. 11 
Brexit comes from Grexi-Exit, Grexit, Brexit, as I’m sure you know. Err the context then is 12 
the PLEDGE by the British Prime Minsiter Cameron for a referendum in Britain on … 13 
belonging to Europe in-within 2017. 14 
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Appendix 16: Case study 4. Transcription 
 
Sisters and brothers, thank you very much for … inviting me here today. I must admit it 1 
seems to be … a very fast journey we’re on at the present time and, to me, it’s an enormous 2 
honour to be invited to address the TUC.  It only seems … a very short time ago … that your 3 
General Secretary, Frances O’Grady, did me the honour of coming to speak at the nominating 4 
meeting in my constituency in Islington North and now she’s invited me here to address the 5 
TUC. I’m very grateful, Frances, for what you did then and I’m delighted to be here today 6 
because I am, and always will be, an active trade unionist. That is in my body. [applause] 7 
 8 
I’ve been a trade union member all my life and I was an organiser for the National Union of 9 
Public Employees before I became a Member of Parliament, and I realise this is deeply 10 
controversial because they’re now part of UNISON err emm but you can only be in one 11 
Union at a time, you know the problem and err that taught me a great deal … about people, 12 
about values, and about the value of Trade Unions in the everyday lives of ordinary people. 13 
School cleaners, they’ve got a hard time, school meals workers being badly treated, school 14 
caretakers looking for … some security in their jobs, all those issues that are day-to-day work 15 
of Trade Unions and those that attack and criticise Trade Unions should remember this. There 16 
are … six million of us in this country. We’re the largest voluntary organisation in Britain. 17 
Every day we make a difference in looking after people in their ordinary lives as well as a 18 




Appendix 17: Case study 5. Transcription 
 
Hello everyone err I’m Sam, and I just turned 17. A few years ago before my freshman year in High 1 
School … I wanted to play snare drum in the Foxboro High School Marching Band. However … 2 
and it was a dream that I just had to accomplish. But each snare drum and harness …  weighed 3 
about 40 pounds each. And I have a disease called progeria, so just to give you an idea I weigh only 4 
about 50 pounds. So, logistically, I really couldn’t carry a regular-sized snare drum. And because of 5 
this … the band director assigned me to play … pit percussion … during the halftime show. 6 
 7 
Now, pit percussion was fun. Err it involved some really cool auxiliary percussion instruments … 8 
like the bongos … timpani, and … timbales and cowbell. So it was fun, emm … but it involved no 9 
marching, and I was just … so devastated. However, nothing was gonna stop me … from playing 10 
snare drum with the marching band … in the halftime show. So my family and I worked with an 11 
engineer … to design a … snare drum harness that would be lighter, and easier for me to carry. And 12 
so … after continuous work err we made a snare drum … apparatus that weighs only about 6 13 
pounds. [applause] 14 
 15 
I just wanna give you some more information about progeria. Emm it affects only about 350 kids 16 
today … worldwide. So it’s pretty rare. And … effects of progeria include: tight skin, lack of 17 
weight gain, err stunted growth, and heart disease. Last year … my mom and her team of scientists 18 
published the first successful progeria treatment study, and because of this I was interviewed on 19 
NPR, and John Hamilton asked me the question: “What is the most important thing that people 20 
should know about you?”. And my answer was, simply, that I have a very happy life. [applause] 21 
 22 
So even though there are many obstacles in my life, with a lot of them being created by Progeria, I 23 
don’t want people to feel bad for me. I don’t think about these obstacles all the time, and I’m able to 24 
overcome most of them anyway. So I’m here today to share with you my philosophy for a happy 25 
life. 26 
 27 
So, for me, there are 3 aspects to this philosophy. 28 
 29 
So this is a quote from the famous Ferris Bueller. The first aspect to my philosophy is that I’m okay 30 
with what I ultimately can’t do because there is so much that I can do31 
